B S L

4

DOCUHMENT RESUAB

BD 206 721 ™™ 810 629

AOTHOR ward, James G.: Gould, Jewvell C.

TITLE Plain Talk About Standardized Tests. Research
Reporet. s

INSTITOTION American Pedeirstion of Teachers, Washington, D.C.

SPONS AGENCY - National Inst. of pducation (BD), Washington, D.C.
POB DATE Oct 80

GRANT NIE-G-79-0081

¥OTE 93p.

EDRS PRICE N201/PCO8 Plus Postage. ”- ’ v
DESCRIPTORS Achievement Tests: Aptitude Tests; Criterion

Referenced Tests: Elementary Secoandary Bducation:
Sinisus Competency Testing: Nors Referencei Tests:
Scoring Porsulas: *Standardized Tests: *Test
Inteorpretation: Test Reliabilityr*Test Selection:
*Test Use: Test Validity

ABSTRACT

This handPook, in two parts, constitutes a manual
prepared by the iserican Pederation of Teachers, for iaproving
teachers’ use of standardized tests. Part I outline’s basic concepts
and issues surrounding standardized testing for teachers, parents and
school sdeministrators. The térss nors-referenced tests, criterion
refersnced tests, siniuus cospetency tests, achievemeat and aptitude
tests are defined and explained, then folloved by a section regarding
test selection, in which the aspects of test validity and teliability
ate introduced. The next -chapter, concerned with test interpretation,
discusses hov svores and various types of derived scores coamonly
used to report test results, hov they are derived, and cautions to be
considered in their use. Applications of standardised tests to

- instructional planning, placement decisions, diagnosis of student

nseds, -and the evaluation of instructional prograss are also
8lscussed. Pinal)ly, basic presises contributiag to the proper use of
tests are revieved. Appendixes include lists of available tests, test
publishers, and reference materials vhich reviev tests. Part 2
presents a hypothetical school disiivict and two exercises in test '
se¢lection, score analysis and presentation of sase to interested
parties. (AEM)

L

Lo g Lt L LA L DT I T LTI BT T L T T P TTTT)

¢ ' peproducticns supplie¢d by RDRS are the bast that can be sade . *
L fros the original docusent. o *

h .‘.‘.““““‘.““““““““““““‘.““‘““““““““““““‘




¥

4 p
& US DEPARTMENT OF EDUCATION
NATIONAL INSTITUTE OF EDUCATION
EDUCATIONAL RESOURCES INFORMATION
! v CENTER (RRIC)
/' Ths dunument has been  reprodaisd ds
teaped toe the prisare or 1 i Aten
Gtrpnating ot
- Minor chamges Bave e vigde T, tave
reprodun ot quabty
® Points of view af Op mar Stted TS dodc
H Ment do nat nece ssattly represent oot NIE
v - posttian or poscy
Al »
N~
e
o .
N
(o=
W] _
|
- o !
:
}
-4
S~ . . <)
v N , .
- . . 'BY
[}
> ' JAMES ©. WARD
v/
<
~ DIRECTOR OF RESEARCH
Y ‘
¥ * ‘ JEWELL C. OOULD
)
v 9 ASSISTANT DIRECTOR OF RESEARCH
S| -
.
i !
-
00 QRN / 0 &) EDY v
\
A REPORT OF THE
i b
: RESEARCH DEPARTMENT OF THE
; AMEBIOAN FEDERATION OF TEACHERS, AFL.CIO
. S » OCTOGER, 1880
4
] \) ‘ 2
- ‘
_ ‘s a




N PHAIN TALK
ABOUT STANDARDIZED TESTS

é

Prepared by the American Federation of. Teachers
Department of Researgh

" James G. Ward, Diréector
Jewell C. Gould, Assistant Director

£

NIE GRANT/NIE-G-79-0041




N

«

i This study was prepared by the Research
Department of the American Federation of
Teachers under Grant Number NIE-G-79-0041
from the National Institute of Education,
U.S. Department of Education. The opinions
expressed in this study do not necessarily
reflect the position or policy of the ’
National Institute of Education or che -
U.S. Department of Education.

DAL | e st

|
]
.
E‘v " Qo s




ag

W S

IT.

I11.

IV.

This manual was prepared by the Research Department of the
American Federation of Teachers in collaboration with the
-of Evaluation (CSE). We gratefully

rt assistance of Anne Goldblatt and
llclen Nemorin in the preparation and typing of this manual. .

ncknéw]edgo the cxpe

; = TABLE OF CONTENTS

Prefacoe

Testing Tﬁdﬁy..' ........................... |
Standardized Tests............co0vvmnnun. .. 4

Selecting Standardized Testé to Suit ~

‘ Your Purposes: Standards for

Evaluation............. et e 17
-Interpreting Test Results............. ERREE 35
Apﬁlication of Standardized Tests

to YOur Purposes..............cevevueeennnn. 46
Bibliography :

AppendiX ... e e, e A-14

v

"opeiu#2aflcio




PREFACE

’

The proper use of tests is a topic of interest to all teachers.
Tests are an important tool for teaching and learning and their
appropriate use is critical to the educational process.

A number of times throughout the 1970's the Executive Council
of the American Federation of Teachers adopted vesolutions calling
for more study of testing, more responsible use of tests, the

improvement of testing processes, and the wider disseminatlon of
information on tests.

In 1978, the AFT applied for and received a two year grant
from the National Institute of Education to prepare training
materials and conduct conferences on 1mproving teachers' use of
standardized tests. Part of the plan was to survey a representative
sgmple of teachers to ascertain their preparation and knowledge in

esting, their assessment of the importance ¢f testing to their
teaching, and their attitudes toward various issues in testing.
The results of that survey were published in a report entitled,
"Teachers and Testing: A Survey of Knowledge and Attitudes," by
James G. Ward (Washington, D.C.: American Federation of Teachécg.
July 1980). '

This handbook, Plair Talk About Standardized Tests, is the
basic manual' for the training conferences. 1t is 1ntended to be
a primer on the issues in standardized tests for teachers and
others who need a basic knowledge of the topic. The material on
which a number of the chapters are based was a technical draft
prepared by the Center for the Study of Evaluation, University of
California at Los Angeles. Substantial revisions were made in
those chapters based on comments and critiques from previous
vonference participants and outside reviewers, and from decisions
made by the authors.

This handbook represent3 one part of the commitment of the
American Federation of Teachers to the professional growth of its
members. Through AFT training conferences, QuEST conferences,
and other educational services of the AFT, these materials will
contribute to greater understanding of a11 tests and the better
education of children
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Chapter 1

TESTING TODAY

Testing occupies a central position in American education.
In one form of another, tests are accepted by almost all involved
in education as part of that process. It is part of the rational
method in Western thought that one determines what one wants to
achieve, one tries to achieve it, and then one has some process by
which to measure whether it has been achieved and to what extent.
Therefore, some kind of testing or assessment is necessary to
complete the procegss. American education hes predicated much of
its practice on this model.

It is difficult to escape tests in American schools. Testé
other than teacher prepared tests are increasing in number and
visibility.

o Between 40 and 45 states conduct state assessment programs.

o Almost 40 states have adopted minimum competency testing
programs. . A

o Over 90 percent of,local school districts regularly
administer standardized norm-referenced tests to their
students. -

o Many federal education programs require regular, formal
testing of children for program ertry, program exist, or
for program evaluation. _

0o Th2 pubiic is demanding more accountability from public__
schools and see tests as a vehicle to determine program
success or failure.

Testing is an integral part of schoois and is likely to remain so
in the foreseeable future. . .

Yet, testing is controversial. While everyday educators are
using test results to improve-instruction and educational decision-
moking, critics cof testing decry the essential meaningless of test
scores and accuse tests of destroying children. For example, onc-
such attack on testing shows a photograph of a sad, little six
year old girl, with a tear on her cheek, who has "just taken a test.
The accompanying test explains that this child has just scored
below average on' a standardized test and, thus, at the tender age
of six has been destroyed educationally for life. The message of
this one page advertisement is clear. Because this child has

scored below average on one test, there is nothing teachers or

schools could possibly do to help this child. Such anti-education
diatribes miss complately the role of tests in teaching and learning.
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o It is sometimes forgotten that tests are topls and, as such, can
be used or abused.
. Tests are ohe of ‘the tools of the professional teacher. From

test scores inferences about students are made. To the extent
that teachers understand the limits of the test instrument und

. apply the test results within those limits, tests are helpftul. It
is ‘'when those limits are not known, or heeded, that tests become
abused. .
Understanding tests and their limits is not an easy task. -

The understanding is within the ability of professionals to
grasp, provided some training is.provided and sensitivity to the
process remains present. Test construction, properly done, is a
complex and often technical process. This manual can help
teachers become aware of the demands of the process without re- °
quiring the ability to produce a test using sophisticated psycho-
metric techniques. It can also help in the selection of the- N
appropriate test for the various purposes teachers are testing.

A methodical procedure for selection is outlined, and will prove
helpful to teachers while inspiring confidence in the later use
of the test. This promotes efficiency in the long run, and helps
eliminate charges of too much time for testing compared to the
use of test results. : .

Eventual integration of test results into the teaching pro-
cess can be encouraged to the benefit of students, teachers and
- those responsible for policy decisions at cthe district level.
It does not need to be abused. Testing, like a student, needs
an appropriate mix of understanding and discipline. It must be
encouraged to attend to the task at hand if anything of value is.
to develop

Plain Talk About Standardized Tests is intended to help
teachers, parents, school administrators, and others concerned
with successful learning to better understand the area of educa-
tional testing by‘focusing on one particuiar kind of test--the
standardized test. This testing primer will help you understand
what standardized tests are, how to select appropriate standar-
dized tests to suit particular testing purposes, how to evaluate
tests which are required to be administered in schools, how to-
interpret and use test results. -

The underlying belief in this handbook is that tests are one
of the many sources of iaformation which may be used to improve .
education, but that tests a2lone do not provide enough information
fe ' decision-making. Tests are important, but they should never
V. used alone. .
“4 The remaining chapters in this handbook explore the issues
* in the use of standardized tests. Topics ianclude: . -

¢
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® An overview of what standardized tests are, how they are
. developed, apd what their uses and limitations are. 2

® A review of what some-of the important factors are in
selecting suitable tests or in evaluating existing tcsts,
and how to apply those factors to test selection.

® An explanation of commonly used standardized test scorcs,
how scores are derived, how scores are interpreted, and
what cautions should be congidered in score interpretgtion.

® A discussion of using théég;sults of standardized tests in
instructional planning with suggestions and%rocedures for
using test resuits tc make placement decisions, to diagnose
student needs, and to evaluate instructional programs. .

e A review of the basic premises which contribute to the wise
and proper use of tests, and which will help prevent their
misuse. C

Various surveys and research studies, including the 1979 AFT Survey
of Teachers' Knowledge and Attitudes on Testing, have shown a wide
variation among teachers 6f background 'in testing and knowledge
about testing. Therefore, this itandbook takes a comprehensive
approach including both basic definitions and concepts and more
advanced topics on testing. A more experienced reader may want

to skim certain sections of the handbook and concentrate on
selected sections. A person new to the subject will want to

take a more deliberate journey through the text.




.o WYhat is a Test?
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'Chapter I

Q ® ! STANDARDIZED TESTS
¢

Some Introductory Comments

.

Everyone has taken tests. Tests are so much a part of our
common educational experience that we often fail to look at some
"of the basic and undeflying principles of tests-and testing. This
thapter begins with some basic®concepts and. ideas and proéegdﬁ
through an examination of standardized tests, including their ‘.
development and characteristics.

LA ¢
X

A test is a systematic means of observing.and describirg
behavior. It usually consists of a presentation of a standard set
of questions to be-answered. The agswers to the questions are
measured against a standard and a numerical value is assigned which
i8 a descriptien of the observed behavior. This "score" is inter-

preted as a measure of a characteristic of the person taking the
test. . '

There are probably as many varieties of tests ac there are
those doing the testing. Tests can range from a conscious observa-
tion of study skills during an in-class work period to a formal
admissions examination for a specialized graduate school. Tests
may be oral or written. They may be impromptu.or involve years of
development time. ‘Almost every act a teacher completes to assess a
student's performance could be called a test. .

b

A test may be designed for individual or gF%up use. It. may .
measure achievement, aptitude, atti des, personality traits, or
psychomotor behavior.. A test is ond source of information for
educational decision-making. ’

L ‘\
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Tests can be used for a wide variety of reasons. Although.
someé reasons are highlighted below, one.could ‘think of others
that have been excluded. Test resuls can be, used to:

¥hy Test? . T ' -

3
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o Diagnose academic and behavior strengths and
_weaknesses. .

v 0 Prescribe specific educational plans for indi-
viduals and groups of learners.

0 Place students.in special accelerated or remediai
classes and programs. ® '




0 Determine student achievemeng§

6 Evaluate progfam effectiveness.
. - .

- o0 Select students possessing pafticﬁlar/abilities
and/or aptitudes~ ~

~ ]

0 Certify student. com etence. \\\
, - - L r
~.0 Promote teacher and system accountability.

Prédict future student behavior. \

L 9
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It is 1mpgrtaﬁt to know why one wants to test before one can
approach Such issues as test design, test content, format for

abilities.

. O
[ o Inform students about the development of cijﬁ}in .

-reporting test results, and other more specialized guestions.

[ ® ”
¥hy: Do Tegchers Need To Know More About Standardized Tests?

) There are many reasons why knowledge on standardized tests is
becoming-incfeasingly more important.

First, tests-are an integral part of the education process.
If tests are not properly used, time and money spent on tests are
wasted. Good testing is critical for effective learning. If you
have no way bf assessing effectiveness of ‘the teaching effort, then
it is extremely difficult to improve that effort. ‘Standardize
tests are one kind of the tests that are almost universally used in

schools to make those kinds of assessments.:

Secondly, there is growing public concern about accountability
in education. Por example, teachers in some pPlaces are evaluated
on the basis of their students' achdemic performance and mastery
of established educational objectives. While this practice has
many limitations, the teacher's role and responsibility in the
vducation of each learner is being emphasized across the country.
Some¢ people feel that standardized tests.can be one way to approach
accountability. These tests, then, may have important consequences
for teachers, studentg, and the educational system as a whole.
While tests are not t @ only method of accountability we have, they
do help to mgintain edicational standards.

Third, féderal and state supported programs often require audits,
monitoring, and final evaluation reports not only to determine the
effeciiveness of implemented subsidized programs, but to make finan-
cial decigions about the continuance or termination of federal and

a N
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‘involving these issues have lead to efforts to abolish or restrain

state aid for the future. The government and the taxpayer want- ) .
to know how, where, and why our dollars are being spent in the

educational arena tec educate today's childrepgm . Again, standard-

ized tests often have real consequences for tl!achers and programs .
in trying to answer such questions. ’ '

. Also, there are increasing legal challenges to current irethods
of evaluation. Some of .the more recent discussion involves the !
administration of standardized tests to minority children, parti-
cularly black and Hispanic children, the placement of dispropor-
tionate numbers of minority students in classes for the educably

‘mentally retarded, the use of results from minimum competency

examinations to determine whether a high school diploma should "He . |
granted, the perceived decline of basic skills at both the elemen- f'
tary and secondary levels, and identification and assessment of
language proficiency for children of non-English backgrounds.

€

In various regions of the country, litigation and legislation <«

the use of stmndardized tests. Genuinely intentioned .educators,
parents, and politicians are requesting a reexamination of the
role of tests anfl testing results in education. ” Teachers are, and
should be, v?ry much involved in the consideration of these issues.

©

Standardized Tests: What A¥e They? '

Standaﬁdized tests, like all tests, attempt ‘o provide teachers

with information about their students. What makes a standardized ’-
test different from a classroom test, for example, is that the test ’
items are 6rese1ected, and administration and scoring procedures ~

are prescribed, or standardized, for all students taking the test.

Also, they usually provide infcrmation about how others who took

the test performed. The purpose for standardization of content,
administration, scoring.and interpretation becomes immediztely .
apparent when one considers that such tests are often used to.gather
descriptive or comparative information from large groups of students.

When comparing students'ffom more than one classroom,gsariability

among test conditions seriously hampers the ability tO say anything

at all about the students tested. An example will make this point

even clearer. . ’ .

Suppose that a school district wishes to determine how well
a1l of the fifth grade students in the district read. The dis‘rict v
consists of a number of elementary schools. One scliool is very
crowded and students attend class in portable trailers parked next
to the baseball field. Another is located near the airport and
fnstruction must stop each time a jumbo-jet lands. In a third school.
fifth graders are ass{gned-to carpeted rooms with computer terminals

)
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for computer assisted instruction. It may be casy to predict which
studenis have the best chance of performing successfully on the
reading achievement test. While educational opportunity cannot be
totally equalized in this district, the differences in testing
conditions amoang students can be minimized and each student's

chance of doing well on the test can be maximized by using standard-
ized content, procedures, and scoring rules. The subsequent ‘
differences among students can then be ascribed -0 learning environ-
ment, or to differences in achievement and ability, rather than to
differences in test climate. In crder to have the kind of informa-
tion needed for instructional planning, as many [actors as possible
that interfere with our ability to attribute test performance to
student learning must be eliminated. Comparability of scores and
testing conditions is an important factor.

Standardized tests, then, provide for the sampling of " behavior
under a set of uniform procedures. There is a common set of
questions that are administered with the same set of directions
and time limitation to students, with a uniform scoring procedure.

Standardized tests, like most other tests, are produced in four
basic steps. One source cites the following steps as central to the
construction of a standardized test:

v -

® Planning the tést.
e Preparing the test items.
® Experimental tryout and re ision.
* @ Administering the standardization edition.

The initial step in test construction is the specification of the
content and skills the test will cover. Test developers usually
consult .with teachers, curriculum experts, and book publishers to
determine what is being taught and what ,is important. ‘Next they
outlifie- the topics and skills they plan to assess, as well as the --
number of items that will be used for each area.  The developers
will write detailed content spacifications which are usually pro-
vided in the test manual. This pr2vides the user with some basis
for determining how well the test content fits particular curri-
culum goals, - . - .

When content has been specified, it is fixed for all forms

0f the s*andardized test. Because most standardized tests are

designed to reach a broad market, the content and skills selected
are representative of what is taught in a large number of school
districts from geographically separate regions. For this reason,
the content of standardized tests often may not match perfectly




local curricular goals or individual classroom learning objectives.
However, they do provide a good basis for comparing students from
differ nt schools or areas.

Test items are written to conform to the content specifications
created. Test developers produce many p>rtential items for each
skill area, then test the items with groups of students, and finally
select the 'best" jitems accoxrding to some prespecified criteria.
During the test development process many items are written, tested,
revised aind discarded before the final form of the test is complete.

Standardized test developers give their draft test items to
groups of pupils selected to represent the population for whom the
test intended. The purpose of this try-out is to identify and
refine the test items for final test forms and to test the adequacy
of test directions, time limits, and format.

From the item statistics and other information generated, test
developers select the best items and construct final forms of the
test. These final forms are tested once again with groups of
students representing the population with whom the test is to be
used. This final tryout is designed to gather information about the
quality of the test itself rather thar individual items. The actual
equivalence of test forms in terme of producing comparable group
performance is determined at this stage. Reliability and validity
statistics are computed from tryout results. Group performance on
the standardization tryout is often used to construct tables for
interpreting test scores. Also-the adequacy of administration and
scoring procedures is checked out once again. Standardization try-
out results are written up in the test technical manual and provide
important information for test consumers about the quality of the
test and the limitations on'scorz interpretation.

" While *%is brief descript! : ~f how a standardized test might
be' developeu is oversimplifiec, . .oes provide a idea of the com-
. plexity of the test development p.ocess. Central to this process
are three fundamental questiagd which must be kept in mind whenever
testing is under consideration. These three questions are:

o Exactly why are you giving (developing) the test?

o What type of information do you éxpect from the test? .
o How do you intend to use this information once you have
it? ) ‘ .

As you read through this manual, do not ever lose sight of these
three questions.

A




Types of Standardized Tests

Standardized tests can be grouped into three classifications
based on what they measure. The three general categories of stand-
ardized tests are:

o Aptitude tests.

s
0 Achievement tests.

s

o Persénality, attitude, and interest inventories.

Each one is_distinguished by its purpose and the kind of information
it gathers. - ¥ 4

Aptitude tests attempt to assess students' abilities and poten-
tial. Their purpose is to predict future performance. While some
skills measured by aptitude tests may be learned, others are develop-
mental. Although aptitude tests are not as dependent on school
learning as achievement tests, it would be impossible to construct
an aptitude test that did not measure school learning to some extent.
Aptitude ‘tests are used for administrative decisions such as student
‘selection, classification, and placement, fcr guidance purposes, and
sometimes for evaluation of instruction.

' Achievement tests measure a student's prior learning and
developed abilities specific content areas. Their purpose is to
assess how much a student has learned in school. Achievenent tests
are used in instructional evaluation, in guidance,_ and for adminis-
trative decisions such as student selection, classification, and
placement. - . v -

Personality, attitude, e£nd interest inventories are non-ccgni-
tive measures and are used primarily for guidance purposes.

Norm-and Criterion-Referenced Tests

Standardized tests, particularly standardized achievement tests,
are often described as being norm-references or criterion-referenced.
The distinction between these two is very important, although in
practice it often becomes Plurred. w0

The fundamental difference between these two types of tests

* rests with how the scores are reported and interpreted. Norm-
referencing means reporting scores so that one can tell how a student's
score compares to the ascores of others (the norm group). Criterion-
referencing means reporting scores so that one can tell how a student's
l:ore or performance compares to some specified standard of profi-
clency. -

w
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Norm-referenced tests were designed to make selection and
classification decisions where it is important to assess onc
persons's performance in comparison to the performance of others.
Criterion-referenced tests were designed to describe a person's
mastery of specific content in relation to a selected standard.

It should be obvious that norm-referenced tests, since they
are based on stated content objectives, provide information on
mastery of specific content and that criterion-referenced tests
can be used to compare student performances. Hence, the distinc-
tion between the two is not always as clear and distinct as the

| ——_definitions imply.

Norm-Referenced Tests: Construction, Interpretation, and Limitation

\

As with all tests, norm-referenced test construction starts
with the specification of test content. Broad objectives or con-
tent areas are selected and a large number of items are written
to assess each. Items are tried out with a group of examinees
selected to represent the kinds of students for whom the test is
designed.

Data from this initial try-out is critical for developing a
test that will array student scores in a normal distribution.
Several item statistics®are comp:ted to achieve this end. One’
statistic, the item difficulty index, is used to delete some items
that too many students pass or fail and to retain items that are
answered¢ correctly by about half of the sample group. Another
statistic, the item discrimination index, is used to identify test
items which do not discriminate well enough between high and low
achievers. 1In order to locate problems in multiple choice items,
the number of students answering specific response alternatives may
‘also be inspected. Once appropriate items have been identified
through the analysis of the item statistics, test form are constructed
and alternative forms of the test tried out again with an appropriate
sample of students.

On this second tryout, the test developer is interested espe-
. cially in norming the test and obtaining estimates of test reliability
and validity. The group performance of students participating in
I this norming tryout becomes the comparison group or norm group for
{ interpreting tegt scores. For example, if three percent of the .
f ) norm sample got four items correct on a 100 item test, the norm
tables would say that a score of four would be interpreted as .
falling in the 3rd percentile. Because student performance on a v
norm-referenced test derives meaning principally by comparison to
the norm group, it is critical that the norming sample be represen-
tative of the students for whom the test is designed. The ideal

o . - 10 - lf; ~j




‘the amount of specific skills a student has mastered. Subscale

‘tions are designed to include all of the salient parametevs of

norm group might rcpresent the student population on the following
dimensions: geographic region of the country, school size,
community size, student demographic characteristics, and school
type. Because norms can become outdated, tests are usually renormed
every three to five years. The interpretation of norm-reference
scores emerges directly from the fact that the test contains a
gelection of items designed to provide a group performance which
will be arranged .into a normal distribution. Test scores prowide
information ‘on how students compare to a Bational or local group

of students who have taken the same tests, and are expressed as
percentile, stanine, or standard scores which have been dérived from
the raw scores. Because test scores tell hdéw well a student or
group performance compares with the peer group standard, norm- © |
referenced tests are suitable for making decisions such as:

0 Who shall be selected into a program when there
are only a limited number-of spaces available?

o How do oyr students compare with students_of
similarwhge and background on this skill area?
There re some limitations on the use of norm-referenced scores
that must be recognized. Because norm-referenced tests are designed
to decide how well a student's performance in a subject area ccm- ‘
pares with other students, they may yield 1imited information about

scores dre sometimes not sufficiently reliable, and often do not
include a sufficient number of items to teil you if a student has
mastered a particular objective. )

Criterion-Referenced Tests: Construction, Interpretation, And ..
Limitation _—_;‘———‘A .

e

In criterion-referenced testing, as in norm-referenced testing,
item construction procedures focus on selection of content for the
test. Test construction begins with the specification of the con-
crete objectives to be tested. 1Ideally, detailed content specifica-

content or skill domain, such as eligible content, vocabulary,
syntax, readibility, readibility, and how distractors are to be
written. Based on the objective specification, teachers should . -
be able.to know exactly what skills and knowledges are being tested.
Based on these detailed objectives or domaigs, descriptions of

many items are then generated to reflect each objsetive. Like
norm-referenced tests, these items are subsequently also tried out
on appropriate samples of.students. However, the~purpose of the
tryout is not to '"weed out" items that do not diseriminate betwe=n
high and low scorer, but rather to identify items that appear to
be-measuring the same objectives and eliminate items that do not.

1
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Items selected for criterion-referenced tests should be selected
for their ability to represent the content rather than to scparatc
studerts. The ultimate criterion for item sclection is the
reir2vance of the item to the objective being tested. Often items
that might be discarded from a norm-referenced test because they
are ''too easy'" or '""too difficult" are retained in a criterion
referenced test because they measure important skills.

Like norm-referenced tests, the best items are then assigned
to test forms and administered to representative groups of students.
On the basis of these resul’s, test reliability and validity is
determined. The results of students performance during this
final try-out may also be reported in the test manual to give
users some basis for comparing their students' scores with other
students, although providing comparative data is usually not an
area of emphasis. Hence, criterion-referenced tests often become
"normed." :

As a result of these test construction procedures criterion-
‘referenced test scores tell how much of the content a student has
mastered. Scores are often rerorted in terms of the number or
percentage of items correct. Scores tell about how well students
have mastered tlke basic concepts described in the test specifications.
They usually do not tell you if this compares well or poorly with the
performance of other stydents_in the same grade, although some test
developers do provide you with information about the performance of
a comparison group. Criterion-referenced interpretations are
especially appropriate for the following kinds of decisions:

o Have students mastered program 6bJectives?

0 What are individual students' strengths and
weaknesses in this area? - ) .

0 Which objectives am I teaching effedfively'
and which not so well?

Criterion-referenced tests, too, suffer from some disadvantages.
Because these are relatively new kinds of achievement measures, the
“technical quality of many of these tests is questionable. Technoldgies
for determining test quality dre still emerging. Although these tests
purport to give you specific information about student performance,
many tests do not conthin a sufficient number of items p=r objective
to be definitive. Further, test specifications often are not as
fully described or as well-defined as they should be. In addition,
test objectives are orlten narrowly focused with the result that a
single test is not equally suited to the curricula of different
schools or classes, making interschool or program_eomparisons
difficult. . /?




Some Observations

The uses of norm-referenced and criterion-referenced tests
vary. Norm-referenced tests are generally used for selection .
decisions, -classification decisions, guidance decisions and in
aptitude, interest, and personality inventories where comparisons
are important. Criterion-referenced tests are generally used for
classification and guidance decisions also, for placement and
certification decisions, and to assess achievement of specific
content. :

For instruction decisions a teacher probably will want to
both assess mastery and discriminate among students in achievement,
80 both criterion-referenced and norm-referenced tests are used.
Measurement specialist N. E. Gronlund makes the distinction betwecen
testing the minimum essentials employing mastery testing-using )
criterion-referencing and testing for maximum development employing
discrimination testing using norm-referencing.

Aéaig,umany tests are amenable to both norm-referencing and
criterion-referencing and scores are reported both ways.

Minimuw. Competency Tests

Minimum competency tests for students are a special type of
achievement test- which -have developed in recent years. Minimum
competency tests are developed to yield.criterion-referenced
interpretations, since the purpose of giving a competency test is
to.find out what a student knows in relation to prespecified
nbjectives. Test construction procedures should therefore be much
the same as those for criterion-referenced tests, although some- -
times test developers will select items based on their ability to
discriminate between those who pass the test and .those who fail.
Score interpretations are also similar ‘to thase of criterion-
‘referenced tests, except by definition, scores oneminimum competency
tests can be interpreted as acceptable or unacceptable performance,
that is, passing the minimum standard or not. Developers of other
criterion~referenced tests also sqometimes indicate & passing score
or cut-off score indicating mastery.

-

Minimum competency tests share the problems and limitations of
other standardized tests because the consequences of test performance
may be very severe. To students not passing a grade or not receiving

a high~school . diploma, these problems are more serious. . .

The task of deciding what goal or objective any test.should
assess is always difficult. The task of defining objectives that
a minimally competent person should attain is complex indeed. For




example, what skills are necessary for survival? What skills are
truly basic and necessary? For whom? For what? In the absence
ol empirical data these decisions represent values and opinions
that are known to differ among different individuals and groups.

The objectives for the test must bear a relationship to
what is actually taught. Courts have ruled on the need to test
what is taught and to advise students in advance of the need .to
pass the test for promotion or diploma. Challenges to the testing
requirement have been filed in cases where special groups of
students, such as handicapped, have been provided individualized
education plans that are substantially different from the regular
curriculum. If a student meets the requirements of an individual-
ized education plan, must the student also pass the minimum
competency test to receive a diploma? Quegtions such as these
will be with the competency movement for some time. The answers
may well shape the future course of education. In spite of
the rapid growth of competency tests since 1978, we are still
closer to the beginning of this issue than we are to the end.

i

In addition to definitional problems, minimum competency tests,

r

' like other criterion-referenced tests suffer from problems inherent

in any new technology. Reliability and vaiidity are especially
important, yet it is not always clear which statistics are best
to describe these test properties

Setting a passing or cut-off score for minimum competency
tests is another problem area. Various methods have heen advanced
to deal with this problem, including®the use of expert opinion, past

_performance of students on the tesi., and statistical models incor-

porating ‘the probabilitjes of misclassification (i.e., identifying o
a "competent" student as incompetent and vice versa Although
consideration of all these factors will likely yield the most
reasonable cut-score, current practice often deviates from this
ideal.

. In order to help insure student competency, the results of
minimum competency tests should have. implications for student
remediation. As with criterion-referenced tests in general, thc
number of items assessing each objective often ig not sufficient
to determine reliably studeant mastery, and test objectives frequently
are not defined well enough to suggest what specific instructional
remedies are necessary.

Aptitude Tests and Achievement Tests
While achievement tests are designed to measure past learning
of school specific content, aptitude tests are designed to predict
future achievement, or the ability to acquire new content or skills.
In theory, an aptitude test could be either norm-referenced or
criterion-referenced. However, most standardized aptitude tests
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'if a student performs poorly on a mathematics achievement test, the

. geometry and ratio problems. If, however, an aptitude test shows

*“interpreted with great caution. ' If a. student does poorly on an _.

are constructed to yield norm-referenced interpretations, that is,
how a student's potential compares with others.. As a result,
aptitude measures are often used to identify- students with special
needs and abilities, for placing students into special programs, and

‘for guidance’ and counseling purposes.

The distinction between aptitude and achievement tests appears
clear conceptually, but in reality their functions overlap. Althouyh
uptitude tests are apt to be less dependent on specific school
content, both Rinds of tests measure learning and previous cxperience,
both in school and out of school. For example, while an achievemcnt
test may measure number of concepts and basic computational operations,

an aptitude test might assess problem-solving ability, figure |
analogies and abstract reasoning. Depending on the curriculum of |

‘a particular school, these latter skills may represent aptitude or,

if taught as part of the curriculum, achievement.

-

The distinction between aptitude tests and achievement tests
in terms of predictive value also is somewhat muddled. Although
aptitude measures purport to measure potential and predict future
success, it is clear that achievement tests also can serve this
purpose. That is, prior learning in a particnlar subject is often
the 'single best predictor of future success in that area. For
example, if a student in the second grade performed well con a read-
ing achievement test, it would clearly be expected that the student
would do well in the third grade reading program.

Although achievement and aptitude tests can serve similar
functions, aptitude tests do have some advantages. For example, !
they can be used with students who have had no prior exposure to
a subject, and they are often less time-consuming than achievement
tests. Consequently, aptitude tests can offer an efficient method
for screening and selecting students. However, because the content
of these tests often is not tied to specific subject areas, the
instructional implications of test results are limited. For example;

results might indicate that instruction and practice were needed in

& student is low in non-verbal ability, what instructional actions
should be taken by-.a teacher?

Because the results of scholastic aptitude and mental ability
tests can have serious consequences for students, they -must be

aptitude test, it may mean that the student has a poor chance of
succeeding in certain school subjects. Equally likely, perhaps,
poor performance could be due to the fact that the student did not :
have the environmental opportunities to develop the abflities in

. .question. Here is raised the issue of cultural bias, a problem that

exists in achievement tests as well. For example, one common
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aptitude test item shows three sailboats in a picture at different
distances from the horizon, and asks the students to identify which
boat is furthest. Reading of picture cues is a culturally em-
bedded skill that is taught in school,.in come countries. A student
who failed this item may have done so because the student was not
taught how to judge ‘perspective in two-dimensional space. Thus,

it often is difficult to determine exactly .how much of an aptitude
test score is a function of cultural difference and prior chante

to learn and how much a function of low ability. Cultural dit-
ference also may affect other aspects of test performance. For
example, factors such as examiner-child rapport, anxiety, motiva-
tion, understanding of directions, etc., clearly will influence
student test scores. Consequently, mahy have argued that mental
aptitude tests are biased toward middle class culture, and dis-
criminate seriously against minority group members, studeats from
non-English epeaking backgrounds and those from lower socioeconomic
backgrounds. Some states have banned.intelligence testing
entirely, while others have mandated procedures to ensure that
tests do not receive undue emphasis in decisions about student
‘futures. Others have argued that those skills and knowledges

that are needed to succeed on these tests are the same ones

needed to succeed in school and society.
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Chapter 111

SELECTING STANDARDIZED TESTS TO SUIT YOUR PURPOSES:
STANDARDS FOR EVALUATION

Test selection involves a consideration of the quality of /
the test instrument and the appropriateness of the test in ful-
filling local purposes. The end result of the process of test
selection is not so much a compromise of either standard, but
rather an awareness of the limitations of any test so that
accommodations can be made in the use of test results. It may
be that- the information gained by testing will not provide all
that the district originally sought, but the appropriate use of

_the test has limits which cannot be exceeded if the interpret-

ations are to remain accyrate. Some judgments about tests must
be made by persons qualified in the selection and use of tests.
This chapter will identify the measures by which tests are Jjudged
and suggest some ways of selecting tests so that local goals can
be more easily and more realistically reached. One of the most
important considerations will be how closely the tests match the

‘district's practices and goals. By knowing a little about the.

construction of tests a person can reasonably be- ‘expected to - |,
make an appropriate selection of a quality instrument. The key, !

< /’mwevjs; is which instruments of comparable quality will perform

the functions that allow the most economical and effective use
of student and teacher time and effort.

-
3

Test selection is a little bit 1ike sculpting an elephant
out of-large granite rock. With hammer and chisel you knock
away’'everything that does not look like an elephant until the
sculpture is complete. In selecting a test you will eliminate
those tests with features inappropriate for your use of which do
not add anything to ‘the accomplishment of your goals. You will
eliminate tests which do not measure up to the standards of
test construciion. In the end you must choose between tests
which to some extent meet your criteria. It is Jjudgment by
professionals at this point which will produce something of
value, something of continued usefulness, and something which
will allow districts to proceed with the assessment of students
to meet the identified needs. .

~

Before one decides to test it would be useful to think
avout what one is attempting to accomplish. Measuring achieve-
ment or aptitude is not as easy as some might think. Imagine
for a morient that you have come at the close of a late summer's
evening to a small lake set in the woods. The half moon nrovides
Just enough 1ight to see. An evening breeze blows a mist about
the lake, obscuring but not completely blocking the shape of
dbjects. You decide to recreate this scene and relate it to




others. How would an artist begin to-.capture this scene? With
limited tools and skills it is difficuvlt to portray the changing
shape of mist, the shrouded trees, and to add a sense of the other
stimuli present such as the coolness of the moist night air «
against your skin. .

The .measurement of aptitude and achievement is just as

elusive. We must proceed with measurement tools which are im-_

= perfect and observatien skills which are limited. The artist
would struggle to see in the mist the shapes that prov1de dim-
ension and then try with brush or pen to portray what he saw.
When observing the results of the artist the viewer attempts to
supply many of the intangibles of the scene based on his own
past experience. 1In testing we observe the product of the
existing tools of measurement and struggle with a desire to
relate our observations to our own experience.

There is a demand for some proof of the existence of learn-
ing. Some have real or imagined uses for the outcomes which de-
velop as a result of teaching and learning. It requires a skilled
observer to assist in identifying the detail which would be mis-
.sed by most persons. In this respect there is a role for teachers
in testing agd .for critics in art. Both are sensitive to the
medium and tHe subject and are perhaps the best resource to de-

.. scribe what occurs in either process Such comments along with
reflection based on our accumylation of experience allow us to
infer certain things about what we could expect in future exper- -
iences of this kind. Supportive and remiWNiscent, sketches and
interpretations of life known as tests help people think about:

- their concerns. This access to events occurring in another place
and time is at the heart of measurement, the reason that art
exists. °

If the decision is made 'that tests are to be used, then the
first task is to establish the purpose of the testing program.
Secondly, one must search for a useable testing instrument. The
.usefulness of a test will be determined by how consistently it
provides the information sought and the dégree to which the test
is capable of achieving stated goals. These are the primary
considerations in test selection.

Technical Properties of a Test

The proverties of standardized tests which a school district
might first consider in the selection of a test would include '
consideration of the reliability and the validity of the test.
Estimates of reliability and validity are provided in information
about the test suppliéd by test publishers and incependent re-
viewers. Test publishers complying with the Standards for -
Psychological and Educational Testing will describe the results
of several measures of reliability and validity along with other
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deﬁcripttvé data in test manuals. Oscar Buros's Mental Measure-
ment Yearbook lists and reviews a large number of currently pub-
lisheds tests. Other sources of information aré available and
will be detailed later in this chapter. These sources may be
useful in making comparisions abou®™the aqualities and’ prope ties
of tests as they relate to each other and to the goals of tHe

district testing program. This section discusses how thesec com-

parisons are developed and ‘suggests some cautions to be considered.

Typically a district would use standardized achievement
tests to make generalizations about a person's performance on
measures of developed abilities. From personality inventories
and aptitude tests mentioned in the previous chapter, ather
inferences are made. Any measure of behavioral or educational
characteristics of a student--the non-physical measurements--
dre subject to some error. It is the nature of psychological
and educational testing that the process is less exact than
physical measurement. When using test results, teachers, coun-
selors, and administrators need an awareness of the possibility
for error. Test results are useful in drawing inferences and
generalizations when used in combination with other factors to

develop judgments. It is not correct to abandon the use of tests.

simply because they do not, allow us to weigh in scales the
thoughts of man. The weight of a gold ball should remain con-
stant through»several weighings. Unlike a gold ball, the cdu-
cational and psychological characteristics of students gre in
flux. Our eiforts to measure those characteristics will be
alfected by the changes that take place within each individual.
Even if we could assess the same’ group repeatedly with the same
instrument, which is not a kely or probable occurance, the
results of the test would vary according to factors largely in-
dependent of the test instrument. - : .

. . .

PART A
. o RELIABILITY ‘

Reliability is used in testing to indicate how consistently
a test can measure performance over time and when administered
in somewhat different conditions. When the reliability of a
test is high, individuals will retain their relative rank when
scores are compared to-others in repeated administrations of
the test. A test must provide consistent results even consid-
ering that students will often take the test in various locations
and with different test administrators.: These differences will
produce slight variations in instructions, tliming, and other
environmental factors. To be useful to.a district, a2 test must
be tolerant of such variations amd produce useable results in
spite of the differences. Some of these variables affecting
the consistency of tests are trait instability, sampling error,
administration error, and scoring errors.
-
/. '
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" Trait Instability

Trait instability is another way of saying how much edu-
cational characteristics will vary over time. It is one of the
variables in testing that is independent of the test. What a
student knows and forgets about a body of knowledge or domain
will change with the experiences he has. ° Th: reaction to the
different questiors used,in a ‘test-will wvary.

Sampling Error

Sampling error is the term used to describe how the choice
of questions affects the reliability of the test. Since test
questions will produce scores from which inference about the ,
knowledge of a specific student or groups of students is made,

then some provision for identifying this' factor must be included.

Administrative Errors

Errors in the administration of a test may be made. - While
such error should be limited, the complete elimination of error
in this area is not likely. The test must be flexible enough to
accourit for a range of individual styles and conditions in tes®t-
-administratiomn. R

Scoring Error

Scoring error is a mistake on tests when a student knows
the correct answer, but maggs;gggﬂggswgrnincorrectly. A less
-than accurate picture of how well the student knows the infor-
mation being tested is presented. .Such errors should not be
overleoked as to their effect on test reliability. -

[

Error Variance-

In a reliable test, finally, the personal qualities that

the student brings into the testing session should not drastically

-affect the outcome. How a person feels physically, how interes-
ted he is in takifhg the test, ‘even how lucky he is in guessing
the correct answer will all affect the reliability of the test.
In the construction of a test, the designer must not only" take

“into account these non-test variables, or error.variances, but
must also explain in the tect information the result of con-
sidering these error variances and how reliable the test is
after taking ‘nto account these possibilities.

Reporting-Reliability

) Many kinds of variables will affect test-scores. It is
reasonable to expect that test publishers will provide jinfor-
mition they feel is important about the effect of variables on
4pe reliability.of their test. Since reliability can be estab-
ished in a number of ways that will be different for different
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kinds of tests, the district's purposes, and not those ol the
test publisher; should be the criteria against vhich reclizbility
is judged. .

“For example, if you were looking for a competency test you
would likely select a test that ha= used equivalent forms to

establish reliability. You want to have a test that is very re-

- liable around the passing point as opposed to the high or low

e end of the scores. Equivalent forms of the test tend to provide
u superior meagsure of. the test's consistency around the passing
point or central point of the scoring range. In a test-fhat is
to.measure mastery of a skill or domain, it might be more uscful
to detarmine very accurately the scores at the top end of the’

‘ range.- Tle, various methods of. establishing test reliability

- are presented so that in selecting a test the method that best

4 fits the district's neads can be qxamlned. .

. _ Measures of 'Reliability

E . ¢ Roliability information, as reported in reviews of tests,

] will frequently be reported in quantitative terms derived through
] statistical analysis of the results of test administrations. The
3 rasults of this analysis, commonly reported as a correlation co- °
3 efficient, will show how glosely the results compared agree with
3 each other. The correlatfon coefficient is a measure of relation-
S ship. What the test reviews will hope to show is that a r~liable
- ‘test will produce test scores that have a high correlation co-

E . efficient. The correlation c-officient is expfessed as a value
ranging frem +1.00 to -1.00. 1v indicate performance on the

- test which is identical for the same person or groups of persons,
- . & +1.00 correlation would be provided. To show complete oppositc
: performanca. a correlation of -1.00 would be assigned. To show
= that there was no relationship at all a correlation of 0.00 would
= - result. . For a reliable test instrument, a strong positive cor-

- ) re ation is desirable. As a general.rule, a correlation of +0.85
- would be acceptable when considering a test for which group in-
ferences will be made. The specific neads of the district will
govern what correlation is acceptable. but a correlation close to
g gero will indicate a test which will be less than useful.

e Tests of Reliability

- . To assist with test-to-test comparison, publishers provide
much of the data one needs in assessing reliability. The re-

o l1iability indces reported in the test manual or by reviewers

= of tests are likely to be determined by one of the following

< . * methods: test-retest, equivalent form:, srlit halves, or Kuder- -
. Richardson. They measure equivalence or stability in the test

and would be repcrted as appropriate to the test.

* Test-Retest Methou

Tglt;retelt rériability is determined by adminfstering a
“ test to a group of persons, and then re-administer the same
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test o the same group at a later time. The scores for both

tests for the group are correlated. When reporting reliability

in this manner, the test should indicate how long an jnterval of time
will affect the way a person is likely to answer a particular ques~ -
tion. If the interval is too short, the learning that occurs in the
first test administration is likely to be carried over to the-
second test. The student may mark an answer incorrectly on the
second test the same way as on the first test because of memory
effect. If the test is to measure developed abilities, this-

kind of carry over will give results that do not reflect the
students' true ability. Tests in.the . sychological domain are

not so severely affected by this kind of error.

- In addition to the score variance that occurs as the same
person retakes the same test over time,other possibilities for
error variance present themselves. Different questions on sep-
arate forms of the test might be more difficult  for some students.
To correct for this error, measures of equivalence have been de-
veloped in an attempt to identify such potential problems.
Equivalent forms of the same test which are equal in content and
statistical properties are administered to the same group of
students. Sometimes such forms are described as being parallel
to emphasize that the content is to be similar betweem the two
forms. An example aof this would be to weigh the same object on
two different scales on the same day. Assuming the object does
not physically change between the two weighings, we would expect
the differences in weight to be due to the difference in the in-
strument used for measurement, ‘or to measurement errors.

Equivalent Forms Method

In parallel or equivalent form measures of reliability the
student will take both tests and the scores will be compared. If
there is a high correlation we assume the test is reliable.. In
selecting the two forms to be used, consideration should be
given to similarity of content, mean scores, and variances for
eaci. If the tests follow closely in succession, it is likely
that the differences in scores will be due to the differences
in th: forms. The range of difficulty of items, format, time
for administration, and examples must all be tarefully consid-
ered in the construction of the tests to be compared. Because
of the difficulty in creating such equivalent forms, test de-
signers have sought other methods to establish reliability.

Split Half Method

When it is impractical to test the same group on more than
one occasion, or if ‘alternate forms of the test are not available.
items making up the test scores cam.be oxamined to determine re-
liability. Student performance on individual items on ‘the test
is related to the total test score. Split-half reliability is
‘one. such mth9d of establishing the internal consistency and the
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homogeneity of test items. The scores of the items are separated,
the sub-scores determined, and then correlated. If the sub-scores
are identical, then we have a measure of how reliable a test only

half as long as the original might be.

-

Kuder-Richardson Method !

Richardson formulas can be used when the itemg are scored either’
"right or wrong," or in some "all or none" t tests The Kuder-
Richardson formulas, K-R 20 aiag’ K-R 21, are used in situationms
where items on the test are assumed to have either the same level
of difficulty or different levels of cifficulty. K-R 21 is the
formula which assumes constant difficulty levels for all items.

It is more useful for classroom teachers to know because the com-
putation is direct and easy. The teacher must only compute the
mean and variance for the test and substitute the values detcr-
mined and the number of test items into the formula.

To avoid splitting the test to check re;zfﬁility, the Kuder-

<
.

The K-R formulas produce correlation coefficients comparable
to procedures used earlier. Because of the nature of the K-R
formulas, there will be generally lower correlations from tests
that measure widely varying skills and content than from tests
which require the same kinds of skills and cover similar «ontent.
For example, a test which consists entirely of vocabulary words
will likely produce more consistent results internally than a test
that includes vocabulary, spelling, and math computations. The
first kind of test is said to be homogeneous and the second is
said to be heterogeneous. Individual variations are going to be
greater on heterogeneous tests because all skills of an individ-

-ual do not develop at the same rate and to the same extent. Even.

though reliable assumptions can be made from test performance on
tests that cover a single skill, the purpose for testing in your
school may be to assess a variety of skills and aptitudes. .

In such cases & lower, but acceptable correlation measure may
be the best choice. //m

Comparing Reliability Methods ?

The purpose for testing as well as what the test {s supposed
to measure must be considered in examining the measure of relia-
bility and item consistency. If you wish to determine how het-
erogeneous the test is, the difference between the correlation
for the split-half reliability and the Kuder-Richardson correla-
tion would be an indication. Kuder-Richardson formulas will
show a lower correlation for widely varying skills. Split-half
measures of reliability would likely produce a higher correlation
on such rests. Knowing the difference can help to identify the
heterogeneity of the test under consideration.

29



Other Factors Affecting Reliability

In a longer test, a split-half reliability measure will produce
a higher reliability coeifficient or correlation than when

the separate parts are considered. This will continue to hold
true as the test is lengthened by the addition of equivalent
items. It will work in the reverse as well. When equivalent
items are taken out of the test, the correlation coefficient will
decline, Practical considerations of how much time can be
alloted to testing will determine the most appropriate test
length for individual school purposes. It may be that a highly
reliable test which is too long will be passed over for a
shorter, but less reliable alternative.

- The speed quality of the test will also affect the relia-
bility. As the internal consistency of a test is examined, some
differences in item difficulty will be found. A test which em-
phasizes speed over power (knowledge biought to the testing
situation) will be designed in such a way as to allow most stu-
dents to answer all of the questions. a speed test, dif-
ficulty level of items is quite low and the items are very
consistent. Because of this the reliability coefficient will
appear to be quite high when items of the test are compared to
one another. If a test is selected for its speel qualities
alone, a reliability measure such as test-retest or alternate
forms would tell you more about the test's ability to accomplish
its goals than one which simply examined halves of the test
or looked to other internal consistency measures.

Another factor affecting reliability measures is theghomo-
geneity of the group. If you have a group of students that i

quite similar to“the group on which the measures were establi¥shed,

then in a reliable test the results can be expected to be con-
sistent. For example, suppose an achievement test under con-
sideration is to Be administered to a group of seventh graders.
One would expect individual seventh graders' scores on the test
to vary more randomly than if the test were given to students

of markedly different ability levels such as might be encountered
in a grade span of fourth through ninth grades. Assuming the
items to be consistently difficult, the fourth graders should

score lower on the various forms of the test and the more >

advanced students higher. When testing a group similar in age
and abilities, such as students in a single grade, the probab-
ility of consistent scoring differences occurring drops. The
characteristics of the norming group can be compared to the
groups to be tested to determine if the reliability of the test
can be expected to remain consistent.

: Similar to group homogeneity, item homogeneity will affect
the reliability of the scores. The difficulty of the items used
will determine high cr low reliability based on the number of
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persons who correctly answer the question. Consistency of scoring
will affect the measure of reliability i7 everyone answers the
majority of 'items because they are easy, or everyone misses the
majority of answers because ‘they are more difficult. The test
examiner is hampered in determining reliability if student
ranking is not apparent from the test scores. This is because
reliability, by the definition we are using, calls for the

same individual to retain the same rank in relationship to
other scores through repeated admissions of the test.

_ These variables are taken into account in the development of
the test. The results of the review of the test show the degree
of consistency of results ovetr repeated admissions of the test.
The selection of the test most appropriate to your purpose can be
made using this information. Once sufficient reliability is es-
tablished, other measures of appropriateness of the test can be
considered. :

PART B
VALIDITY

*

A test may be reliable and can provide consistent results,
but will:pe oflittle use if it does not measure what we are in-
terested in measuring. If it purports to measure what we hope
to learn about, but is ‘inaccurate, then it is still not useful.
No test can be said to be absolutely reliable or valid in the
abstract. It is quite possible to have a test that is highly
valid for a particular purpose, but invalid for others. Validity
is described as the degree to which a test measures what it in-
tends to measure. There are four kinds of validity measures.

They are content validity, predictive validity, criterion-reclated

. validity, concurrent validity -and construct validity. Tr.re is

also a measure or consideration known as face validity, which is
technically not a validity measure, but'fs related. Fredictive

validity and concurrent validity are 'often grouped together and

called critérion-relatéd validity.

Contént Validity

Contént validify is the extent to which a test measures
the subject matter content and the beh@vioral changes under con-
sideration. ’

Content validity is of particular concern in achievement
testing. A test is carefully analyzed to determine the subject
matter content covered and the responses test takers are expec-
ted to make, compared to.the domain of achievement to be
measured.

To judge content validity, first the content domain must
be defined. This involved consideration of both the subject
matter and the type of behavior or task to be measured. Both
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the content and the process are important. Content domains and
: behaviors which are tested by the instrument should be identificd.
. It is the responsibility of the group involved in the selection
of the test to compare the domains and behaviors tested with
their own goals to determine the best available match. Because
. : of the practical limitations on test length, only samples of
these domains and behaviors will be included in a test. Test
sp2cification tables and grids which identify the objectives
, of the test and the content and behavior which will be tested
can be used to decide if a sufficiently large and representative
sample has been included. How many subdivisions are included
for each major category will vary. Because a test for a dis-
tiict will be given to students from a large number of teachers,
the detail of the content and behavior to be considered will
be different for groups of students. It would be helpful to
the classroom teacher to see the widest possible consideration
"of specifications so that the practice for the greatest number
of classrooms can be matched to the specifications of the test
instrument. Then, after the inspection and comparison, judg-
ments can be made about content validity.

In-addition to seeking the individualizations which occur
from classroom to classroom, it is important to remind those in-
'volved in tlie selection process of the need for s$ome continuing
standard against which the test can be compared. The text for
the classroom, or the supplementary materials provided by the
district will give some clues as to what the actual content
taught in the courses might be. Dr. Andrew Porter of the Cen-
ter for Research on Teaching, Michigan State University, has
been working to develop methods of identifying the relationship
of the major reading textbook series to the most- commonly used
achievement tests. By using a matrix of items from chapter
exercises and the test items, comparisons are derived. Such
‘inds of studies may help to more clearly describe what items
from the texts are sampled by the tests. The process appears
to have application to other non-textbook materials and cur-
riculum inclusions as well. If successful, a major obstacle
would be eliminated and test content could be more accurately
matched to the classroom instruction.

Examining for Content Validity

. . Four possible threats to content validity should be taken
x into account when examining a test. What is the extent of the
, mismatch between program objectives and the objectives of the
. test? While it would be unusual to find a test that matches

? perfectly with the program goals of the district, the test
should address itself to district goals as closely as possible
if program evaluation is the objective.

Does the instrument really test tae skills that it is inten-
ded to? 1Is 1t much broader or narrower in scope than it claims to

be? Suppose writing skills are tc be tested. Upon review of

! T %
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a test you judge the skill tested most frequently bo be that of
proofreading. The test would be more valid for assessing
editing and correcting skills than for assessing skill in
sentence construction, style, etc.

Is the vocabulary or the format of the test familiar to
students or does the test Yely on a2 specific set of curriculum
materials? In some instances tests will be developed to match
specilic materials sets, and would include voccbulary that would

be unfamiljar to the students. Content and format of the test
may be equally dependent on materials used, so a thorough exam-
ination of the entire test is in order. T -

Are there enoigh items for each objective to be tested ac-
curately? In some cases a test may be generally valid for all
other purposes of the district, but may include too few items
relating to some subskills. If less than five to eight items
are included, it may be difficult to make some statement about
& student's skills in that area.. For inferences about groups of
students, a few less might give some indication of how the group
might do, but the emphasis of the test should ideally match the
emphasis of the district's program as often as possible.

Predictive and Concurrant vValidity

The next two forms of validity are grouped under the heading
of criterion-related validity. When using some criteria to val-
idate the test, it is possible to collect the data at the same
time, or concurrently. This procedure is used to determine if
the test provides the same information as some other measure, and
the extent of agreement between the two. Predictive validity
is generally determined by collecting the data at two different
times. It is often used to see how well the test can predict
future performance. Concurrent validity determines to what ex-
tent the information from one test can be substituted for another.
Predictive validity seeks to establish’ if performance on a test
can predict some characteristic.

One problem with the use of criterion measures for comparison
is the lack of agreement that will surround the various possible
choices. For example, not everyone will agree that grades at
the >nd of a course are fair critéria. They might argue that
such a criterion could be affected by the subjective judgment
of the teacher. Suppose teachers had access to previous grades
or test scores. An inclination would be present to grade accor-
ding to how well they thought a student would probably do, and
not on how well the student actually performed. Others might
argue just as persuasively for the inclusion of grades and cite
the relationship between grades and future success in school. If
there is a disagreement, then persons determined to be éxpert in
the field might be consulted as to what criteria would be con-
sistent enough to use.
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Construct Validity

The kinds of validity measures presented so far have been
all related to some specific practical use of tests. Another
type of validity has application to'test interpretation in re-
lationship to some psychological theory. Construct validity.
attempts to explain some psycholofical quality which we feel
exists in order to explain some aspect of behavior. In
establishing if a test has construct validity, one first needs
to determine what constructs might account for certain behavior
on a tesl.. Some assumptions or hypotheses can be developed for
that construct. Finally one would seek to verify the assumptions
by logic and by empirical procedures. In the process both the
test and theory are validated.

- One nssumption about intelligence is that it will increase
with age. Another is that test Scores on some standardized tests
will differ with certain groups~such as the educationally handi-
capped and the educationally gifted. Other characteristics of
intelligence might be identified as welIl. The results cf tests
given to the different groups can be examined in light of the
assumed characteristics of intelligence. If the results match
or have some high degree of correlation, then the test might be
considered.valid. If they do not match, the test might be con-
sidered invalid and the theory correct. Apnother assumption
would be that the underlying theory of the psychological con-
struct is wrong. Whichever one chooses to believe, the inde-
pendent judgment of thé teacher and of groups of teachers must
be applied to the question, "Precisely .what does this test
measure?” A review of the total evidence available about the
construct comnsidered should give some clue as to the usefulness
of this measure of validity.

-

Face Validity o .

Finally the test should appear to be valid to-the casual
observer, to the student who takes the test, and school ptrsonnel
who participate in the administration and use of the test gnd
its results. While face validity is not technically validity
at all, but rathet a judgment about how the test might be con-
sidered, it is nevertheless important. If parents feel the test
is irrelevant, then they might not seriously consider the out-
comes. Students taking the test might not perform with enthus-
iasm and concern if they feel somehow the test is not a serious
effort on the part of the district to zain information. The
appearance or face value of the test .3 considered, and the .
test selectors must decide if by outward- appearances persons
will seriously consider the test and the results obtained by .« .
using it.
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PART C . -
., TEST NORMS

Test norms are provided by the test publisher to allow
those involved in selecting tests to determine if the groun
upon which the test was normed or standardized is similar to
the group of students in their district. Not every instructor's
manual for a test will describe in detail the specifics of the - .
0 norming population. This unfortunate occurance has been allowed

to become practice in too many instances.and accounts for a great
deal of the coufusion over lower than anticipated test scores.
What if, for example, a test was normed on a sample that was geo-
graphically removed from the district considering the ‘test. Cer-
tain speech patterrs and idiosyncrasies can be introduced into
the vocabulary of the test which would be advantageous to stu-
dents from the norming area. ° You need go no further than-the
definition for a flavored, usually colored, carbonated beverage
" "popular with both children ard adults. Students from the east
coast of the United States wuuld certainly mark ''soda" as-the -
correct answer. The boys and girls from Kansas City would be
surprised if the correct answer were anything but 'pop."

The influence of television advertising on children might -
affect the answers given by different age groups. Early primary
children would possibly believe that "S-E-I-T-Z" spells baloney.
‘After all, they were told that in certain advertisements by
Seitz, a manufacturer of processed meats. Older test takers
might be inclined to spell "relief" "ROLAIDS," especially after
completing the test section on mathemactical computation.

~

Some general rules to keep in mind when considering the nor-
ming population in regard to the district population would in--
clude sufficient size, divorsity, age, geographic location, and
other characteristics to draw comparisons to the district which
will be givirng the test. Such information is available from -

st publishers who do not provide local norms, but can offer
assistance in helping the district to determine them. The dis-
trict can have its test scores reported in such a way as to re-
view the entire district and make some assumptions about how
the local population can be expected to perform over time. It
is a process of matching local and national characteristics.
More importantly, a judgment must be made as to what the effect
of a mismatch will be when matching national information to the

local population. i .

Publishers will usually indicate at whai time of year the

: test was normed. BSome will provide information for more than
‘ one time; for example, the Metropolitan Test reports spring
and fall norms so that the differences which occur over the
school year will be accounted for in the comparisons. Tests
that have been recently normed will be the most useful. The

content o>f the’ test can be examined. If the content is severely
Q
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dated, further investigation of the norming date should be made.
The copyright date on a test :is not always an indication of the
norming date, so specific information should be obtained from
the publisher What constitutes an adequate size is relative
to your needs, but a-good rule is to look for a test that has
‘~“been normed-on a large sample taken from various locations. A
test given to a large number of students at a very few locations
is not as likely to be as representative as one which was given
to u group of comparable size at & variety of locations. The

use of & few schools might severely skew the data and make
comparison impossible.

Norms will tell how persons as a group performed on the
test, and not how they should have performed on the test. They
will allow comparisons to be made at the district level about
performance, but will not indicate what the -level of performance
should be. They will not indicate advancement without looking
at previous scores. It might be more useful for the teacher to
know a child improved two grade levels than to know that the
child is scoring at the avwerage for all students nationally.

- — -—~The-choice of norms, either national, special group, or
local, for reporting and comparison of’district‘scores must-be .
weighed carefully against the goals of the district. National
norms, however large and diverse, will likely have been collec-
ted: through tests administered at schools. Considering that
different age groups attend or drop out of school differently,
one realizes the possibility for excluding some people exists.
If the national norm was established for eleventh graders and
the national dropout rate was ten per cent, then the dropout
rate in the district using the test might be a consideratign if
it exceeds or lags behind the average. Special group or fixed
reference norms might provide ‘a consistent standard if they fit
the district's particular needs. Local norms might be fine (or
decisions about the school program from location to location,

. but might not satisfy the demand of legislators who seek infor-
mation about how well the students in the state or district are
performing compared to the national average.

PART D
STANDARDS FOR EDUCATION

It seems appropriate to make a point at this time about
standards. One of the advantages of standardized tests is thLat
their use over the years have produced results. that are gener-
ally recognized by the public and many educators as acceptable
standards. If there are misgivings about the standards demon-
! strated by test scores, it is a matter of degree and certainly
| not an absolute denial of their worth. Experts in educational
measurement can point to significant improvements in tests and
test use. These changes came about for a variety of reasons.
Some changes have resulted in fewer deficiencles in tests, but
most of the attention lately has been centered around the use
of test results. This is where the greatest potential’ for

abuse lies.
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Repeatedly in this manual it is stated that the selection
and use of tests must fit local goals and objectives. The in-
clusion of teachers and school officials iif the selection of .
tests that best Tit their goals and curriculum is stressed.

R This remains true and vital if tests are to be properly used |
and of value to a district proxram. If, at the same time, -after .
extensive examination of available tests there are apparently
none which are reasonably close to the content of the curriculum |
taught or seemingly none of the available instruments will fit
the needs of the testing program, then perhaps af examination |
of the district curriculum might be in order. A great many in-
novations in curriculum and programs have developed. Not all
are appropriate for the needs of students who must compete in
a real world upon graduation. While it is not likely that any
test will exactly match the specifics of each district, it is
likely that for the test to be marketed profitably and econom-
ically offered that the test must have road appeal. Suppose
the district needs and goals are so di\ _rgent from other dis- ¢
tricts that none of the available tests can provide enough in-

__formation about your program to be useful. It is possible that
students are being prepared for a society vastly different from .
the one in which they will have to participate. This kind of
injustice far exceeds any abuse that an inadequate test or the
improper use of test results might generate. Concensus of many
as to the needs of the group is often the vehicle which offers
the best possibility for compromise. Students will be the
beneficiaries if teachers are widely involved in the decisions
affecting curriculum offerings, testing programs, and the overall
goals of the system. Fears about teacher groups abusing cur-
riculum goals are unfounded. Natural limits on the power of’
any single constituency exist in free collective bargaining.
Teachers should pursue bargaining beyond economic issues and
press for participation in the discussions relating to educa-
tional matters. Through this forum the observations of the
classroom instructor can be presented.

PART E
PUTTING IT ALL TOGETHER

The selection of the test or tests that best serve pur-
poses determined by the district is dependent upon a wide range
of variables. Systematic procedures for consideration of these
variables will certainly help the process, especially if es-
tablished at the local level to meet the requirements and the
resources of the local district. For this reason only a con-
cept is offered as a basis for proceeding. No detailed for-
mula or recipe offered here is going to contribute much to
, the establishment of a specific plan. Education about tests
g and involvement of the widest range of opinion and participants
' in the selection of the test offers the best hope to accomplish
- the task. The rough elements of test selection should include
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the participation of a group of individuals who are knowledge~
able about the advantages and limitations of tests. 1If the-
knowledge is insufficient, then education must precede action.
Careful review of the district's goals in education, and the
part that testing plays would be 3 logical step to follow. An
examination of the available tests can be made, but needs .to
be done comnsidering the actual curriculum covered. A sequence

emerges from this kind of reasoning, and sequence is probably
the key to test selection. Education precedes the collection

of information. 1If enough information has been gathered to

make a decision, then proceed to the next step. If the know-
ledge about the application of the information seems too limited,
then logic calls for more information or education. -Teachers
should not feel as if they are being rushed to judgment by
either district officials or by others with an interest in the
sale or-acquisition of tests. Reputable test publishers can

be expected to provide assistance and reference to assist in

the selection of the instrument. Those who are reluctant to be
of help must receive the message that without the support and
assistance necessary to make a decision with which teachers will
be comfortable, there will be no selection.

The technical considerations of tests are very important and
i . _There are some

practical considerations as well. This final section discusses— = |

cost, format, time requirements, and similar concerns that will
have an impact on the way tests are used and the extent to which
they will prevent or encourage teachers to use test results in
decisions about children.

The cost of tests must be considered in relationship to the
cost of educating a student. Tests may range from as little as
$.50 per student per.-administration and scoring, up to and be-
yond $1.35. When one adds the cos: for sufficient manuals, in-
dividual tests, scoring and other associated costs, such as the
proverbial #2 pencil, it may seem like a substantial,sum in
order to get the information sought. While it is generally
wise to be conscious of t.e total cost for test administration,
much more monéy is spent each year on the education of students.
If every student had a test each school year that cost around four

dollars, less than three tenths of one percent of his education
cost would have been spent for testing. Information from this ex-
penditure can be gained about the student that is used to make de-
cisions about the most useful and productive way to allocate the
other 99.7 percent of the resources available. The costs of

tests are listed in several publications and the publishers
will be able to provide up-to-date quotes on the current prices.
Buros' Mental Measurement” Yearbook lists the costs for tests,
specimen sets, technical manuals, scoring charges, and incidental
costs for tests listed. A comparison of costs in books which

have been published for some time should give you an idea of
how the various tests costs range, but the most current prices
from the publishers along with anticipated future cost increases
would be a more accurate estimate as the selection process moves
toward a decision.
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* In the appendix is & 1ist of some of the more commonly used ’

teste along with the publishers.” For a minimal cost, sample
tests and technical manuals should be -available. This kind of

collection in the district's test resource library ‘should be ‘ac- .

cessible to teachers. The district teacher center would be an-
ideal choice for such a library. )

- In addition, a service offered by the Educational Testing
Service of Princeton, ¥éw Jersey, called simply the '"Test Col-
lection,'" contains an extensive library of tests and other
measurement devices. It was established as an archive for tes-

’ ting and has current test information and related services
' available to persons engaged in education, research, and ad-
visory activities. Over 10,000 tests are kept there in addition
to files on American and foreign test publishers. “Scoring ser- |
vices and systems, state tosting programs, published test re-
views, and reference materials on measurement and evaluation
information are also available. These tests and materials are
ﬁ:ailable to teachers and to districts and could serve to ed-

cate staff as well as expedite the test selection process.
. e staff of the Test Collecticn are available to answer phone and
F 11 inquiries. Access to the Test Collection resources is also
: pogsible or-site to qualified persons who have an interest in
* teating.

Current information on testing cén be obtained through a
publication by the Test Collection called News on Tests. An-
nouncements of new tests by publishers or non-commercial sources,
citations of test reviews, and new reference materials of in-
terest to those involved in testing are included in the annual
ten-issue publication. Tests which are not ~ommercially avail-
able, but cited in educational and psychological literature,
are available-on microfiche from the collection in individual
copiea or sets of a hundred. The list of Major U.S. Publishers
of Staudardized Tests is also available in pamphlet form.
Anrotated tests bibliographies in epecific subject areas have
been prepared and are available on request.

Te PERLAT e AT PR R R T e
B R - E N S

Also located at the ETS headquarters is the ERIC Clear-

inghouse on Tests, Measurement, and Evaluation. Annotated bib-

i liographies are available from°>the ERIC Document Reproduction
Service (EDRS), Computer Microfilm Corporation, P. 0. Box 190,
Arlington, Virginia 22210. These bibliographies would serve
40 provide the latest information on publications relating to
the specific topic of testing that is important to the district.
Some are included in the appendix to this manual.
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In reviewing tests for selection it would be useful to
speculate on the potential use of the test and what can be done
-, to get maximum information from each test available. The length

of time necessary to adpinister the test will play a role in .
how ofien a test might be used. If the time required to admin-
ister, score, and get the results back from tests seems excessive
to school personnel, the tests may not be used as planned. Like-
wise, if the teachers who are administering the test feel

4
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excessive time is spent in the testing process that could bhe
usell more successfully in other educational activity’ they might
resist using the tesf. Some consideration for these attitudes
must be made prior to the acquisition of the test. JIf the’
specifications of the test exceed what you determine will be
tolerated by staff and students you should-recongider your
choice. An‘alternative test might be adopted or the advantages
that can be gained \by using the particular test must be con-
vincingly explained. T ¢ '

Test scoring is another practical consideration that must
not be overlooked in selection. A variety of scoring services
are available. Some simply provide a self-scoring guide for

.teachérs. Others have elaborat: computer-scoring and data com-

parisons. Choose the one that meets the needs of groups and
individuals in the district who intend to use test results in
inaking decisions. Test publishers should 'besmwilling to des-
cribe the ‘various appropriate applications the scoring
services and specify the costs associated ‘wi each. Gener-
ally, a.summary of the scores for pupils at school and district
levels can asgist in making some observations about the level
of achievement in the district as well as establishing some
expectations for performance of the various groups. The kinds
of scores generally available include raw scores, national and
local percentile scores, national and local stanine scores,
standard scdres, and grade or age equivalent scores. In some
cases such as criterion-referenced tests a percent correct
sgore might be provided. The reporting options are available
for school, classroom or the individual nheéds. Some might be
appropriate for parénts or others concerned with 'the education

B

_ process. The important thing to remember 'is that not all score

reports are equally comprehensible and useable. Knowledge of
thé format for presentation and the information provided can
help to promote wider use of the test for the purposes intended.

As previously stated, a systematit, thoughtful examination

3

- 0of the ayailable options is going to produce for each disirict

different procedures, but useful results. It would be of some
value for the: participants involved and for future test selection
committees to have notes and simmaries of the selection activities.
Locally developed .procedures such as these couid be reviewed by

_ experts and their advice sought as to possible improvements.

The end result of the effort.should be the selection of an
acceptable test .that will provide an estimate. Tests are not’
unique from assessment in general, as al!? assessment provides
estimates of the measure considered. Considering the problems
that would occur without standards for comparison, tests pro-
perly constructed and used- are far and away better than the

absence of any standards.

40
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Chapter 1V
INTERPRETING TEST RESULTS

Once a test has been administered and some kind of score obtained,
some sort of interpretation of that score needs to be made. It is
difficult to place a test score in its proper perspective without
some stendard or basis for comparison.. pe

Consider the following scores received by a student on an
achievement test and its ‘ib-tests:

Langusge Reading Mathematical Mathematical Composite
Arts Comprehension Concepts Computations Score
52 46 61 48 53

These scores, by themselves, tell us nothing about the students’
performance. We have no idea how muny _uestions the student answered
. correctly out cf the total possible. We do not know how much mastery
s, over the subjects this gtudent has. We do not know how this student's
" performance compares to that of other students. We do not know how
this student did on one sub-test relative to another because we do
not know what test scales are used or what the scores mean.

We must have some system for reporting test scores that will
provide us with uaqful-tnformapion.

This chapter discusses raw scores and various kinds of derived
scores which are used to report test results. The intent of this
.chapter is not to provide a technical discussion of such scores,
but to offer an overview of the concepts behind the various scores
to help the reader in.score interpretation.

‘Raw Scores and Derived Scores

} The raw score is simply the number of t;st items a student
Aanswers correctly on the sub-test or test as a whole. For example;
‘the lt:gqg; who correctly answered 37 of 88 items would have a raw
. _.score . » - ,

. Raw scores alone have little meaning. For example, what does
it msan that a student achieved a raw scote of 37 on a test? In
- ¢gder to intexpret this score, you need to compare it to some standard.

..~ Rerived scoxes, scores that are dervied from the raw score, provide

- Some comparative information. They tell you what a student's raw
- sgore means in relation to the scores of other students, or what it

¢
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‘means in relation to a student's acromplishment of test “ontent. <
These two basic comparisons represent two divergent perspectives in
testing that were described in Chapter 1II.

From a criterion-referenced perspective, derived scores would
show to what extent a student has mastered a specific area of
centent. A percentage correct score would indicate what proportions
of the content domain the student has mastered. Using the example
above, the student would have a percentage correct score of 42 per

3% = 0.4205 X 100 = 42.05 or 42 per cent

Also, we might \want to havé a minimally acceptable score, or cut-off
score, to indicate the minimal mastery level that would be accepted.

Using the tiest above, a raw score of 50 might be the minimally
acceptable score. The student attaining a 37 would fall below that
score and.-would not have demonstrated the sought after level of
mastery. ‘ ‘

There are also techniques for comparing a test score of one
student with others in a single group of test scores or with a larger
wroup who have previously taken the test. Examples of such scores
are percentiles, standard scores, stanines, normal curve equivalents,
and grade level equivalents. These will be discussed below.

The Normal Distribution

1 .
Basic to the discussion of derived scores for norm-referenced —
tests is the concept of the normal distribution. A normal distribu-
tion is a distribution which is perfectly symmetrical about its
mean and hdas a bell shape. Scores are concentrated around the mean
with fewer scores at either extreme. The general form of the normal
distribution is shown below: g

The distribution of test scores in the norm group is assumed to
conform to the normal distribution and is assumed to be typical of
the population to be represented by the norm group.




The distribution of test scores within the norm group is simply
a summary of how. students scored, that is, how many students achieved
each possible score. An exgmple is shown below. distribution is
computed for each grade level or age level, and becomes the basis
for calculating all subsequent derived scores. Typically, the
distribution shows that most students' scores at or near the mean, or
the average score for the group, and few scores are extreme, either
very high or very low.

Sample Distribution of Standard Scores

o
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10 20 30 . 40 50 60 + 70
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Because of the performdnce of the norm group is basic to the inter-
pretation ur test scores, one should examine critically this group's
validity. Several questions you might ask include:

o ﬁoﬁfhéuétﬁéénts_b;;zi;§;fing in the norming truly
represent the intended population? Were students
similar to those being test included?

0 Was there a sufficient number of students included
in the norming to warrant generalization? .

®

o 1Is the performance information relatively current?

o- Was Ehe norming conducted at the same time of year
that the students took the test?

. The answers to these questions can be found in the examiners
manual for the test. Test publishers report nationa®’ norms. If it
is found that the answers to any of the above questions are negative,
one should be skeptical about using the norm to interpret the test
results.
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One additional warning in interpreting test scores needs to be
made. Because the sdres derived from different tests are based on
the performance of different norm groups, the derived scores are
not directly comparable. For example, a score at the 50th percentile
on the California Test of Basic Skills is not exactly the same as
scoring at .the 50th percentile on the California Achievement Test.
Perhaps the norm group for the former test was composed of higher
achievers than the latter, or vice versa. In addition, the two tests
may measure different skills.

Percentile Scores

One way to determine how a student's performance compares with
the norm group is to derive a percentile score. A student's percen-
tile score indicates the percentage of the norm group whose raw
scores fell below the student's raw score. For example, performing
at the 60th percentile means that a student's raw score was higher
than 60 percent of the students in the norm group.

1f a student earns a raw score of 82 items correct out of 100
total items on a science test, this would be equivalent to the 98th
percentile if 98 gercent of the students who took the test received
scores below an 82. :

A percentile score shows how a student ranks with respect to
the performance of the norm grouo. A percentjle score ranges from
one to 99 and is derived from the score frequency. That is, the
number of students in the norm group achieving each possible score
is computed. Percentiles are not difficult to compute. The per-
centile score corresponding to each raw score is calculated as
the sum of the percentage of students scoring below the raw score

oplus one half the percenta%e of students 8coring the same raw score.
An example is shown in Table 1 (see following page).

Percentiles have disadvantages. The distortion of per-
centile scores around the mean can be a serious problem. All test
scores are estimatc., and can easily vary a point or two. Test
publishers, in fact, often report an index called the standard
error. This index takes into account chance errors and offers one
hasis for determining the range within which a student's true score
probably falls. Using this statistic, a student's true score can
be interpreted as within the interval bouaded by the score the
student received on the test plus and minus one standard error.

1f the distribution is norual, a percentile difference will
not represent the same amount as an equivalent ra¥ sccre different.
For example, the raw acore difference between the j0th and 59th
percentiles is not as great as between the 90th and 99th percentiles.
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Table 1
Sample Raw Score and Percentile Score Equivalents

E Total Raw Number of Cumulative - Cumulative1 Percentile2
| Score Students Frequency =  Percentage Score
g Achieving
L Score
' 1 1 1 1% 1
2 2 3 3% 2
3 4 7 % 5
) 4 10 17 17% 12
' 5 24 41 41% 29
6 22 63 63% : 52
1 7 16 79 79% 71
3 8 10 89 89% . 84
] 9 4 93 93% 91
10 2 95 95% * 94
11 2 97 ) 97% T
12 2 99 99% 98
- 13 0 99 99% 98
4 14 0 99 999 98
. 15 1 100 100% 99
P 16 0 100 100% 99

ICuuu{ptive Percentage = Ta%%?uéazizg §§° zgn:nts X 100
3

R

Percentile Score = Cumulative percentage Below Score + # percentage
gchieving score

|
-
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Percentile scores can be misleading because they do not tell
you how much a student knows, but rather how the student's perfor-
mance compares with others. For example, a student could score in
the 84th percentile by answering correctly only 50 percent of the
items. Although one might say that -the. student is doing well relative
to other students, you could not say that he or she had mastered
the test content. :

Standard Scores

Another way of determining a student's relative standing with
respect to the norm group is to derive the student's standard scores.
Although there are several types of standard scores, among them the
z-score and the t-score, each indicates how far a student's raw score
deviates above “or below the norm group mean. The distance is expressed
in terms c¢f standard deviations. The standard deviations is a measure
of how spread out the scores within a group are, and basically is an
average of how much the scores in the group deviate from the mean.

What does it mean that a student's raw score is some number of

standard deviations above or below the mean? The interpretation
becomes more readily understandable by reference to a normal dis-
tribution of scores. One of the most useful properties of a normal
distribution is that when it is divided into equal intervals, a °
fixed percentage of raw scores fall within each interval. For
example, when a normal distribution ig divided into intervals one
standard deviation wide, 34 percent of the raw scores fall within
the interval from zero to one standard deviations from the mean,
14 percent of the raw scores fall within the interval from one to
two standard deviations from the mean, and two percent of the raw
scores fall within the interval from two to three deviations from
the mean. These percentages apply to standard deviation intervals
both above and below the mean (see Figure 2). !

Figure 2
Normal Distribution

////,/’ 34% 34%
14%

2% 2%

A

14%

-3 -2 -1  Mean +1 +2 +3
Test Scores
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To the extent that the distribution of raw score frequencies
approaches a normal distribution, the number of standard deviations
a student's raw score deviates above or below the mean can be given
percentile score meaning. In a normal distribution, the average
score corresponds to the 50th percentile, A student scoring one
standard deviation above the mean would have a percentile score of
84, while a student scoring two standard deviations above the mean
would have a percentile-score of 98. On the other side of the wean,
a student's whose raw score was one standard dev.ation below the
mean would have a percentile score of 16.

The distribution of scores within the norm group is not always
normal. The number of standard deviations above or below the mean,
therefore, does not always directly translate into percentile
scores. The correct standard score and percentile seore equivalents
should, however, be provided in your test manual. In any case, as
the above discussion suggests, the number of standard deviations
above or below the mean can furnish a yardstick to determine how

- unusual a student's raw score is. For example, if a student scored

within one standard devistion of the mean, the score would not be

very unugual, while if -. student scored more than two standard

deviations from the mean, then the performance would be quite E
extreme--either extremely good, if above, or extremely poor if below ’
the mean. With this overview to the interpretation of deviation, we

turn to the definition of two commonly used standard scores: z-scores

and t-scores.

. z-scores. z-scores tell how many standard deviations a student's
raw score 1s from the group mean; they usually range in.value from

-3 to +3. A student's z-score is computed by subtracting the mean
raw score for the norm from the student's raw score and then dividing |
the difference by the standard deviation from the norm group.— For e
example, suppose a student scores 58 correct on a test. The norm |
mean 1is 56 correct and the standard deviation for the norm group is

four. The student's z-score would be: *

1382360} or 40.5.

This z-score indicates that a student's raw score is 0.5 standard . |
deviations above the mean of the norm group. A student who has a - 1
raw score of 46 on the same test would have a z-score of:

Lﬁéiéél, or -2.5.

This score indicates that the student's raw score is 2.5 standard
deviations below the norm group mean.
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“t-scores. A student's t-score is derived‘from the student's
z score. It is the result of multiplying the student's z-score
by 10, and adding 50. For example, a student who has a z-score
of .05 on a test has a t-score of 10 (0.5) + 50, or 55; while a
student with a z-score of -2.5 on the test has a t-score of 10
(-3.5) + 50, or 25. Here, then, in contrast to the z-score scale
where the mean is one and the one standard deviation is equal to
one, the mean of the t-score is 50, and one standard devia’ion
unit is 10.

t-scores indirectly indicate the number of standard devia-
tions a raw score deviates above or below the mean. A t-score
of 70 indicates that the student's raw score is 2.0 standard de-
viations- abdéve the mean, a t-score of 35 indicates that the
student's raw score is 1.5 standard deviations below the mean of
the norm group raw scores. Given a t-score, one may determine
the number of standard deviations the student's raw score de-
viates above .or below the mean by deriving a standard score ‘.ich
indicates this directly, that is, by deriving the student's z-
score. Since’'a t-score is equal to 10 times a z-score plus 50,
a z-score is equal to a t-score minus 50, divided by '10. So, .
given a student's t-score of 70, the student's z-score is (70-50)
) . 10
or +2.0. And given a student's t-score of 35, the student's
z-8core is 135-50) or -1.5.

The advantage of t-scores over z-scores is that they avoid
negative numbers and gdecimals, which makes calculations easier.
It should be noted that many other standard scores exist. For
example, the Scholsatic Aptitude Test uses a standard score
scale where the mean is 500 and ‘one standard deviation equals

_100._ Normal values for the scale thus range from 200 to 800.

Stanines

Stanines are derived scores with a mean of 5 and range from
1 to 9. . They divide a normal distribution in nine parts.

Stanine scores, like standard scores, -indicate how far a
student's raw score deviates from the norm group mean. The dis- -
tribution of raw scores in the norm group is divided into nine
intervals. .The inner seven intervals (stanines 2-8) are one-
half standard deviations wide, and the outer two intervals

.(stanines 1 and 9) are greater than one standard deviation

(see Figure 3). Stanine 5 straddles the mean and contains all
raw scores within 0.25 standard deviations on either side of the
mean. .

The remaining stanines are evenly distributed above and
below stanine 5. Stanines 6 and 4 contain, respectively, all
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., stanine 2; and, finally, 4 percert of the raw scores fall within

raw. scores 0,25 Lo 0.75 standard deviations above and below Lthe

mean, while stanine 1 contalns all raw scores mo-¢ than 1,75 stan-

dard deviantions below the mean. When a normal aistribution is

divided into stanines, cach staninc contains a fixed percentage ]

of raw scores: 20 percent of the raw scores fall within stanine .
S$; 17 percent of the raw scores fall within stanine 6 and 17 per-

cent of them fall within stanine 4; 12 percent of the raw scores

fall within each of the stanines 7 and 3; 7 percent of the raw

scores fall within stanine 8 and 7 percent of them fall within

each of stanines 1 and 9. ¢

Figure 3
Normal Distribution .

Stanine Scores

Frequency / ] 20% S~
- o
‘ 17% | e |17% s
12% Stu- 12%
7% dentq
%
-1.75 -1.25 -.75 -.25 +.25 +.75 +1.25 +41.75

s.p. 8.D. S8.D. S§.D. S§.D. 8.D.  S.D. S.D.

Stanine 1 2 3 4 5 6 7 8 9

-~

A Y

Many have recommeqded the use of stanine scores rather than
percentile scores. Because stanines cover a range of percentile
scores, they tend to be more stable estimates.

Normal Curve Equivalents

Normal curve equivalents are a relatively new derived score
and have been vsed in ESEA Title I evaluations. Like percentiles,
normal curve eyuivalents range from 1 to 99, with a mean of 50.
Normal curve equivalents, however, have a standard deviation of/
21.06 so that normal curve equivalents of 1 and 99 correspond .o .
the 1st percentile and 99th percentile, respectively. One dis-
advantage of normal curve equivalents is that they can be easily
confused with percentiles.

o
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Grade and Age Level Equivalent Scores

Grade- and age-level equivalent scores attempt to tell where
a student's raw score falls with respect to the average performance
of students at various grade or age levels. The average raw score,
the median of students at each grade or age level, then defines the
grade (or age) level equivalent for the test. Grade or age level
equivalents for grades that wére not tested.are computed by inter-
polating based on the trends in the data.

If a student's score on a test was the same as the median -
score for all beginning second graders, then the student's grade
equivalent score would be 2.0. If the student scored the same as
the median score for all beginning third graders, a grade equiv-
alent score of 3.0 would be assigned. As mentioned above, inter-
polation would be used to assign grade equivalent scores in between.

Although grade- and age-level equivalent scores have great
intuitive appeal, they suffer from a number cf methodological
problems. A primary problem is the way scores are interpolated,
that is, how scores are derived for levels not tested, and how
scores between tested levels are computed. Using the example
above, what does a grade equivalent score of 2.7 mean? Or, what
does a grade equivalent score of 4.6 mean if the test was not
given to students above the third grade? Interpolation and
extrapolation s:e imprecisge.

Also, small sampling errors can be compdﬁhded into large
errors in extrapolation and then make grade equivalent scores
very misleading and inaccurate., :

In addition to methodological problems, age -and grade equiv-
alent scores are often misused. If a fourth grade student obtains
a grade-level equivalent score of 7.0 in mathematics, it does not
mean that the studeat can do what a seventh grader does. It only
means that the student got the same raw score on the test as the
average seventh grader participating in the norming or that the
score was obtained through extrapolation. A grade-level equiv-
alent scoreé says nothing about the content a student knows. The
items the fourth grader answers correctly to obtain a seventh-
grade equivalent score may be quite different from the items the
seventh grader answers to obtain the same score. The test given
4he fourth grader most likely does not include many of the skills

" or content that would be expected of a seventh-grader.

Another common misuse of grade- or age-equivalent scores is
to use them as standards and assume that all students should be
performing at least at their own grade level or age level. Given
the way these scores are calculated, one can expect half the stu-
d:ntb at any age or grade to fall helow the chronological equiv-
alent. »
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scores should not be used.
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Because of the methodological problems of grade and age Ve
equivalent scores and their frequent misinterpretation, many
prominent measurement experts have suggested that these types of




Chapter V

APPLICATION-OF STANDARDIZED TESTS_TO YOUR PURPOSES

In the previous chapters, information on the various kinds of
tests was presented. r:'ctors which should be considered in the
selection of tests were discussed, and in the last chapter the
virious results of tests were presented. In this chapter, the
application of the test scores to classroom and district use is
presented. That interpretation is based on the question of '"How
are the results of the tests to be applied to the improvement of
instruction?” In seeking to answer thls question other questions
nay develop. What does a district release to legislators, citi-
zens, parents about the performance of students on tests? These
and other questions about what information is necessany to re-
lease or use may not be provided expressly by the test results.
To the uninitiated it might seem shocking that fully half of
the students in the district scored below the fiftieth percentile
on a test. If the parents of the district would be concerned
about such information, then someone in the district must make
an effort to educate the parents or others drawing similar con-
clusions. This is certainly one of the responsibilities that
accompanies testing. Persons associated with and concerned with
the testing of students will want to know the results. Before
addressing their concerns first see to it that the teachers have
the information necessary to digest the results and apply them
to instruction. Teachers are the front line contact with students
and parents, and as such have priority for test information.

An additional responsibility to correctly assess the resources
and time necessary to evaluate test results and incorporate them
into the education'process exists. Some person in the district
must be charged with the responsibility for accomplishing this
task. Those involved need to know what is available, and what
is expected of each participant in the testing prqogram. Decisions
about testing should be carefully weighed in light*of  the infor-
mation developed in such an analysis. The reaations of various
interested groups should be considered so that a concensus is -
reached or lacking a concemsus, a policy is adopted with authority
to implement.

Careful monitoring of the testing program should be provided
for in the implementation of the policy. Users and those seeking
information regarding performance can abuse the results of the
best, most carefully adoptéd test. .

There is a demand for testing, but a considerable effort is
required to properly implement the program. It is a responsibility
not to be taken lightly. -~
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- is available.

" program needs to be a joint decision involving teachers, adminis-

. into the testing program is decided, some other things havé to

"Educating the Test User .

With this charge for responsibility in mind intefpretation'of
test scores can begin. How much effort will be expended to get
the test results to the people who will be using them? Someone
with a realistic idea of how much time will be required for teachers -
and administrators to process the results of the test should make
such estimates in advance of the test selection. Then factors
affecting the processing should be explored. In the best teaching
form, it should be gone over and over again until it is right.
While the school year is in progress is a good time to assess the
level of understanding held by the staff. Those who would benefit
by courses or inservice #%ork on test use and application should be
given the opportunity to improve their skills. Information about
the test selected and its advantages and properties should be
available at the school, the union office, teacher centers--wher-
ever thrée or four are gathered--so that the widest access possible

There is absolutely nothing wrong with offering incentives
to teachers to learn about the test they will be using. Money
is nice. 8o 1s released time, credit toward continuing education
hours, etc. If as much money were put into getting people to
properly use tests as is spent on the tests themselves, it would
still be less than one percent of the per pupil cost. In these
times of inflation this is an exceptional bargain. Remember that
the decision about how enthusiastically people will be willing to
work on the testing program or any other part of the school

trators, and board members. It _is about time we tried a way that
responsible people could agree might have a chance for success.

Once the amount of effort and resources that will be put

be reviewed. What was it that the district decided was their
purpose for testing in the first place? In conjunction with

this some restatement of the limits of the test selected should
be madé. The format for presentation of the data, either hand
scored or computer generated, should be identified. When and
where will the data be available and to whom? The answers to
these questions can be presented in fairly simple and direct
terms. Plain talk is the key to getting people to listen.

Some group in the district, perhaps the persons who served on

the selection committee, should prepare all of the information
that is necessary for presentation of the test to the staff of the
district. Someone in authority should see to it that provision is
made for the staff to receive the information. The following are
possible considerations that might be made in the implementation
of a testing program. :

The chief officer of the district responsible for testing
should have some' procedure available to get the information to
teachers. This would not preclude an agreement with the union
to have meetings to off(r inservice during the school day or at
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some other time agreeable to the staff Part1c1pat10n ol teacher
representatives on the test selection committee as wecll as a

survey of needs during the selection process will produce the

kind of enthusiastic cooperation necessary to make the program a
success. The preparation of the information which will be presente.l
should include stateménts as to the district's purpose for testing.
If the district sought to have achievement tests so that generali-
zations about developed abilities could be made, then it should be
presented in that way. 'The basic information available to teachers
should include at least a manual for the test and comments by the
committee about the appropriateness for use in the district should
be made. .The district may want to indicate that the test was
checked for reliability and validity. Statements about how well
the content of the test matched the curriculum and supplementary
materials used on level in a majority of the classes in the
district would be appropriate. Specifics could be included in

- reference tables without bogging down the reader. It would also

serve as a check for teachers as to what was being taught in tae
various classrooms of the district. A comparison of the basic
skills and content covered by the test could be contrasted-with

.the curricilum used in the district. What was tested that was

normally taught and vice versa would be information that could
help relieve some of the expectation of teachers for test scores.
It could also serve to point out the areas that were usually
taught that were felt by the district to be important eiiough

‘that they needed emphasis. Such a summary comparison does not

relieve teachers from the responsibility of examining test items
to determine if there is content validity for their students.

If lack of content validity is nected some procedure for notifying
the district should be specified.

Some discussion of the norming group and the characteristics °
of the district couid be included. Comments about the significant
differences would serve to point out what reasomable expectations
should be made about students' performance on the test. Special
groups of students or $tudent populations might be identified so
that teachers of those students will not be caught unawares by
the group's performance. For example, if students with limited
English abilities are predominant in some schqols or classrooms,
then knowing the advantages and limitations of the test for a
particular group will allow teachers to .adjust their expectations
as necessary. This will help with the morale problem that accom-
panies unexpectedly low results.

Teachegé should know the format for the score reporting.
They should also kinow if others in the district will be reviewing
individual or group data about the students so that duplication
of effort can be avoided and proper attention to the scores can
be given. Teachers should not find out from the headlines in
their local paper that the class they are t-aching is far below
the district or nathﬁBl average. Such information should be /s
first presented to and evaluated by the teacher as suggested
previously so that suggestions for improvement, can be included
in any reference to district scores. At no time is it appropriate
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to use the scores of one school to compare the scores of another
school. Such comparisons must be made in relaz.ionship to some
standard that has meaning. The differences for each school over
time must be considered. The scores are best presented in rela-
tionship tc the facts of the situation.

The sg ~» goes for comparisons of student scores with the .
particular teacker or class. By their nature, the standardized
achievement tests must test knowledge learned in previous grades
or years as well as the current one. The notion that arbitrary
goals of improvement can be set without considering where the
student began is ridiculous and wrong. Test scores are not in-
tended for suci purposes. Appropriate use of the scores might
include a review with the cteacher of the strengths and weaknesses
of the individual student as shown by the test scores and other
measures suci: as grades, or by personal observation. Allowing
for er~or and r2lated factors, the generalizations that can be
made should serve to improve and focus the instructions where
possible. In reviewing the test scores, students may score high
on general reading, vocabulary, listening skills and auditory
portions of the test. If for the same students markedly dif-
ferent performance (two or more stanine scores difference) on
the math or science is observed, 1t might be attributed tc some
problem other than comprehension of the vocabulary on the test:
or lack of reading skills necessary to complete those sections
correctly. Teachers should be encouraged to .nok to the test
items and determine what kinds of skills and content were missed
in class. Math computation might have been presented in a ver-
tical format but on the test only horizontal format problems
were included. This unfamiliarity with tlLe format might be
disguising developed abilities. This kind of item review would
produce some estimate of the source of the problems. By ob-
serving the problems the teacher should be able to indicate the
resources necessary to overcome the deficiencies. The support

, for the te=acher's recommendations should be followed and acted
upon. If such recommendations are not met, the district must
reconcile itself to the fact that limited change is possible.

It is important to remember that the tests are inexact and
that some things beside student performance or test characteristics
may afiect scores. If abnormally low scores are disgovered in a
particular class of students, some check on the administration
of the test would be in order: e review of the conditions of the
class, the instructions given, the physical conditions of the
testing room, and similar non-test or student factors should be
| considered. Unusual attendance, activity, illness, or acts of
. nature could account for the differences. Even though tests are
| supposed to be able to accommodate some variations from the nor-
mal situation they ma, not tolerate extreme conditions.

Once teachers have the information in hand ubout the test,
it would be useful to have someone who i< not a direct supervisor
or evaluator available to answer questicns. The press of normal

#

o : - -.,49 55




school business is such that counselors, principals, and consul-
tants are not always available to spend the necessary time to
fully discuss the questions raised. Some teachers may fear that
they will appear less than competent if they raise a particular
question. If such questions remain unanswered, serious errors
in interpretation of test scores may cccur. Designate someone
who might be available after school hours or during the planning
periods of the school day for some period of time prior to re-

_ turning the test scores. Teacher centers or the union office
could also-provide information to those with questiohs. These
kinds of additional resources should not be overlooked in the
presentation of test information or the clarification of questions.

The directions about the use of test scores should include
some information about how the scores will be arrayed. The
available methods of computer printing and analysis can eliminate
much of the fatiguing busy work previously performed by the
classrcom teacher. Where available, this option should be chosen.
Samples of the scores which will be presented along with the
forms for analyzing the data should be part of the presentation
of information. The class record, a summary of all student
scores and norm information, is a valuable tool for teachers to
use. Item review to identify those skills or content areas most
aften missed should be included as well. The manual for some
tests will provide sample work:1eets and forms which can be al-
tered to fit the district's needs. Uniform preparation of these
kinds of analysis sheets is imperative and teachers should be
told clearly what is needed in the way of cooperation on this
matter. While the test manual may be helpful; the addition of
the local interest in a successful ‘testing program caanot be
igrored. Teachers must have a manual and a test to refer to so
that they can begin to examine the items for form and content.
Taachers need to be familiar with all aspects of the test if they
are to gain confidence in the test and beg'n to use it to sup-
plement other criteria in forming educationnl decisions.

Wher. scores are returned to the district, the distribution
of the scores and the «ccessibility to them by teachers is im-
portant to allow for. Careful planning as to the location of the
scores and ‘any security necessary to protect students from un-
_authorized use of their scores must be thought through. Time
to assimilate and prepare the scores in a meaningful way must be
designated and provided. When the scores are distributed to the
school are they tucked away in the counselor's office or can
teachers get th-m from another source? Teachers should know ‘when
scores are available and how to get access to them. Too often in
the past the test scores have been returned too late to be of
value to the teacher who has tested the pupil. This is essen-
tially true in spring testing situations. In fall testing, the
scores often come back too late to use or incorporate into
planning for individual student programs. The district should
clearly state precisely what it hopes to have the teacher use the
scores for and what timetable is to be followed

[




Available Test Scores énd Their Properties

In the previous chapter, the kinds of scores reported we:2
introduced. Scores are available in several forms based on the
raw score performance. Scores may be expressed as raw scores
(the number of items answered correctly), percentile ranks,
stanines, grade equivalents, and¢ scaled scores. Some test pub-
lishers may use still other means to report the scores. In.any
case the r scores are the one thing that tests have in common.
How these raw scores can be transformed into other comparable
“units ol measure is something that should be specified by the’
district and should match the intent of the publisher.

Percentile Ranking

If percentile ranks are to be used, teachers should unde-r-
stand that the percentage of cases in a distribution at or be-
low any given scores value determine the percentile rank of
that score. Since percentile scores do not provide equal units
of raw score measure it would be helpful to remind teachers
that near the center of the distribution the scores will bunch
up. The difference of a few raw score points may make a large
difference in percentile ranks at the middle of the scale and.a
small difference near the ends of the scale. An example is pro=
vided in Figure 5.3 and what the effect of this feature of per-
centile scores does is illustrated. Averaging percentile ranks
is difficult because of the difference in the measure of value
for each unit and interpretation of the magnitude of difference
between percentile scores is difficult. This is not to say
percentile ranks are useless, but this charucteristic should be
noted and accounted for by the teacher.: The publisher should
identity percentile ranks for the various times .of the year in
which tests may be given. A raw score for a fall administration
will yield a different rank for the spring administration, so
the correct table should be identified and used by the teachers.

. Stanines'"

‘Scores may be reported in stanines also. Stanines are groups
of values on a nine point scale of normalized values. A ranking
of.one i8 the lowest, nine the highest, and five represents the
average performance for pupils in the norm group. They are tied
to the percentile ranks for a normal distribution and c&n be ob-

.. tained directly from the computation of percentile rapks. Since

i the stanines are equal units the bunching effect of percentile

; ranks is avoided. Differences in stanine ranks are comparable,

e with a difference of six and eight being similar to a difference

: between four and six. By using stanines, teachers can avoid
making distinctions which are too fine to be accommodated by the
test. The re‘atzonship between stanines and percentile ranks is
illustrated in the figure below:
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i Figure 5.1

D

A
_.—/’//1;: 7112, 171 20| 17} 12] 7| 4

Stanine 1 | 2| 3] 4] 5| 6| 7| 8] 9
Percentile 4 11 23 40 60 77 89 .96

By observing the differences in stanine scores on subtests of
batteries, the teacher can identify those areas ir which a student
is excelling or having difficulty. For most cases a difference
of two or more stanines in a .score between tests is said to be
cause to examine the performance in the exceptional area. One
problem with thc use of such measures as percentile and stanines
is that change over time is not usually identifiable.

Grade Equivalent Scores

Grade equivalent scores will not be much help in showing
advancement over time either, unless longitudinal data is avail-
able. Even then different students will perform differently,
with only those near the median showing an average growth of one
year for each school year of education. Grade equivalent scores
are determined by first translating all spring and fall raw scores
medians for a test ¢* each level into a common level. These raw
score points are plotted on a graph. and a line is drawn that best
fits the points. It is possible that only a few points will bpe
identified and other points are assumed to fall on the line of
best fit. These points along the line are called grade norms.

The raw score corresponding tc 'any grade equivalent indicates.
-the appropriate score that would be made by the pupils in the
standardization programs at a specific point in the grade. If

a test is given in a district that begins earlier or later than
the frame of reference for the test standardization, then teachers
should be notified and the necessary adjustments made.

Grade equivalents at best describe how a student at a par-
ticular grade level would do if he took the test for the level
tested. For example, if a test is given to fourth graders in
October (designated by 4.1) and a seventh grader performing at
the average level for seventh graders took the test, the score
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»derived would be 7.1, indicating October in the seventh grade
year. If a fourth grader took the test and received a grade of
7.1, it would mean he achieved an identical score, nct that he
would be able to perform math like seventh graders. Computation
and division and other content areas normally covered in the
higher grades would not have yet been taught to the fourth
grader. It would be inappropriate to place him out of grade
level. 1In fact, any score that is a grade equivalent more than
two years beyond.the level should be referred to as well above
average and to attach more significance than that would be

misleading. v

Scaled Scores

The score that may be the most useful in comparing students'
progress over time is the scaled score. For tests on all battery
levels, the scores may be comparable as in the case of the Met-
ropolitan or the Stanford Achievement Tests. The publisher
should identify this propérty of the derived scores if available.
Once raw scores are converted to scaled scores, the battery
level and the form can be ignored in further interpretations.
Batteries of the test are equated and forms are made equivalent
in going from raw score to scaled score. Features of the scaled
score allow comparison of achieVement over time and for this

[ reason might be more useful to a teacher who is trying to gen-
eralize about the student's developed abilities than other kinds
of scores.

In order to compare one test to another, for example a
math test to a reading test, the scale chart provided by ‘the
publisher must be consulted. There is no direct comparison
without such consultation. 1In addition, the scores have no
meaning by themselves and cannot be used in interpretive de-
cisions. Percentile ranks and grade equivalent scores offer more
in this activity.
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Raw scores

(o]

Convert raw scores to derived scores such as percentile ranks,
stanines for later use in comparisons, .

Use in statistical analyses when computing correlation of
coefficient and similar procedures.

Percentile ranks

o Use to compare pupil's standing on a test or rankiné in re-

lationship to a national or other group standard.

o Use to comparé results among test batteries.

0 May be a choice for reporting test results to parents,
pupils, and others who are not familiar with testing and
measurement . : 3

Stanines

O0 Same as percentile ranks plus they may be used for making
comparisons with some other variable in performance such
as general learning ability. :

Grade Eqﬁivalents =

o Use for interpreting performance of groups such as an entire

class or grade.

Use for measuring advancement over time when longitudinal
data is available and relative level of achievement is
accounted for in data. ’

Use for determining relative individual achievement when
consideration is given to the differences that may be assoc- -
iated with high, average, and low achieving characteristics

of the student.

Scaled Scores ' .

o

Use to study achievement over time as data is collected and
reviewed.

Use for interpreting results when testing is out of level.

Use for most applications when condﬁc}ing statistical
analyses.

Use to compare different forms and batteries of te.ts.

-
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Using Test Scores

Finally all of the education and preparation will be completed
and the scores made available to the classroom teachers. Before
beginning to record scores onto a summary sheet it is useful to
see if the scores seem right. If based on the knowledge of the
teacher about the student's past performance the scores are gen-
erally what was expected, then further interpretation can be
pursued. Stanine scores for students are useful for such initial
examination because of the ease with which assumptions about
"above average, average, and below average' categories.can be
made. If a stude%t is scoring in the second stanine cn math
portions when you realize the student to be generally superior
in math, then the test performance should be questioned. Tre .
fault may lie with the content, presentation format, or other
variables. The physical condition of the students, the adminis-
tration of the test, confusion on the marking of answer sheets

. might account for the marked difference observed. If many students
score lower than anticipated, perhaps it is due to a lack of co-
ordination with what was taught and what was tested. This should
be checked against the validity information developed by the
district test selection committee. The match between curriculum
and content should have been identified and adjustments suggested.
Test publishers will often idrntify the content of the test items
in the technical manuals. These sources should be consulted to
determine the extent of a match in circumstances that cannot be
attributed to individual student performance.

Sorting

The apparent sorting of students into categories and smoothing
of individual differences is a function of test interpretations-
of this type. Critics of testing will decry such sorting and
labeiing as damaging to students. A few statements in support
"of sorting are appropriate and offered for your copsideration.
Sorting is neither good nor bad without reference.

0 While teachers may be aware of the differences between
twenty eight or thirty students, in practice these dif-
ferences are minimized and groups are formed either con-

. sciously or unconsciously as teaching occurs.

0 The time constraints on teaching a course, limitations of

. books and materials available, and the physical character-
istics of the classroom all lend themselves to sorting.

To some extent efficiency of effort requires such sorting.

0 Sorting is appropriate when making some decisions about
presentation of information and can lead to efficient
teaching methods which allow teachers to be more flexible
and individualize instruction with the remaining time and
resources.

e e




o0 Not evemyone's score on a test is an indication of per-
formance ability. Terms deve¢loped in the sorting should
be applied to the context in which they were developed.
Knowing you were below or above average is meaningless
in most applications unless a relationship to a standard
of either ' a group or the individual is expressed concur-
rently.

o The performance level in relationship to a group standard
or individual standard can help to identify an appropriate
activity for the student in which the greatest opportunity
for educational achievement can occur.

Preliminary Activities

If a review of the scores shows that most students are at the
high end of the scale it is likely that another form of the test
should have been used. If everyone scores in the upper ranges, the
differences are masked and the test was probably too easy to be of
use in determining strengths and weaknesses. Out of level testing
might be pursued to gain more definitive information.

References to the level of ability of the school or class from
previous testing or other measures for student ability may help to
identify the student who is achieving out of sync with previously
demonstrated abilities. Not only should the lowest achieving or
the highest achieving students be observed in light of school per-
formance or previous history, but all students should get. con-
sideration. The students in the middle stanine ranges may well
be some of the ones that could have been expected to achieve in
the upper ranges. Too often these bright students are missed
when their performance is substandard for their ability. Students
who score well above what you expected may be exhibiting a per-
fectly natural behavior in the structured testing situation and
have an entirely different set of behaviors in the regular class-
room setting. The initial review can help establish a level of
confidence in the test results, so that further specific inter-
pretations of the scores can be made.

A relationship between reading ability and test performance
can be expected. Reading ability is required for many of the sub-
tests and a student who scores low on reading and high on math
computation may be delivering a message about needing help in
reading. High reading and math application scores (thought pro-
blems) followed by low scores on math computation subtests may
indicate a need for math improvement in the computation area. If
math questions that rely on reading ability can be handled suc-
cessfully then the probfem lies more likely in the student's
math computation skills.
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- Student Scored Summary

The individual pupil record form provides teachers with the
infornation frem which most other observations will be made.

Figure 5.2 is a sample form that might be presented in reporting
student scores.

Figure 5.2 Student Score Summary

Name: Larry Rudner Grade __3
‘Teacher__Anne _Goldblatt Date of testing 10/17/80
School Ward Elementary District Unionville

State _Mass,

. Number Nﬁmber, Scaled | Grade |Percen-
Test Poss-.| Right | Score | Equiv. |tile Stanine
ible Rank )

Reading | " 55 29 33| 2:9 Y Ak

Fn:ath 45 A | #9353 2.7 | 32 56

Language ‘ 55 #Z 567 5 0 éé ‘ 4 5@

Science‘ ,40 2/ 42,/ /-‘? "o /f 456

Soci‘.itig 40 2 5/b| 3.0 50 e
. Basic¢ Battery

(R& M & L) 155 }07\ 5'1/? 2.7 Yy 4@5

. Complete Bat-

tery (Basic & 235 /55 504 27 Z/o 5
S S SS) °

. n
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The raw scores showing the number correct on each test are
entered in the appropriuate space, here labeled ''number right."
1f hand scoring is done by the teacher, a key is usually provided
which allows a quick visual check to determine if the correct
answer is marked. These are totalled for each test and generally
identified as the raw score. While marking the booklet or score
sheet it would be useful to identify which choice was made by
the student in each wrong answer. This information used later
. can assist in determining something about the choice in relation-
ship to behavior or abilities. For example., a student who con-
sistently marks the answer on a math test which has the decimal
misplaced may need review or emphasis on decimals. To know only
what has been seen as correct offers a limited view of the stu-
dent's performance.

Once the raw score is entered and the totals of the basic
and the complete batteries tabulated, the raw score can be con-
verted to a derived score. The derived score may be calculated ,
as demonstrated in earlier cHapters of this manual, but the most
practical way to proceed is to use the tables generally found in
the instructor's manual accompanying the test.

¥When using the tables in-the manual, be certain that you
have the correct form of the test and the correct norm for the

time of year in which the test was administered. Also be conscious_

of the fact that many of the derived scores are based on mean or
median performance and are not in and of themselves indicative of,
desired achievement levels.

In the example given in Figure 5.2, three derived scores
will provide some insight into the performance of the student as
shown on this test. From the percentile rank column, notice that’
the student was in the 44th percentile on Reading and the 50th
in Social Studies. These two scores are fairly close to the cen-
ter of .the distribution. of scores and will be considered later
to determine if they represent significant variations in perfor-
mance or are a function of the "bunching" of scores that some-
times occurs when using percentile rank. The Science score at
18 is in the lower third of the scores and the €6 in Language is
at the upper third dividing point. The assumption is that the
student is better in language skills than in math skills, but
more importantly you can see the highest and lowest score ranges.
Notice alsa that the différence between the highest score and the
others is similar to the difference between the lowest score and
the others near the center. Both Math and Language scores should
be examined more closely to see what relationships might exist.
By looking to group performance information and other student
records, some estimate of how close to expectations the student
performed can be determined. 1In the case of the low science
score it might be to the teacher's advantage to note the score
and later analyze the specific items missed. If specific con-
cepts were taught in the curriculum, the requirements for reading
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and vocabulary on the test were different, then in order to do y
rcasonably well on the test some changes in the curriculum con-
tent might be made. An alternative would be to find another
. test for science or a battery of tests that-has content closer
to the curriculum. The administration of a locally developzd
objective or criterion referenced test might be a useful beginning
. po}nt.

4

Percentile Midpoint Bunching

A review of the scores near the midpoint of percentile rank-
ing=s can beof value Lo determine if a wide number of scores are
separated by only an answer or two ncar this performance level.
From the tables provided by the test publisher, the following

® can be observed. The Social Studies score of 27 produced. i pcor-
centile ranking of 50 for this particular test. The other scores
producecd percentiles as shown.
’
. . Figure 5.3 -
Relationship of Percentile Rank to Raw Scores i
Social Studices " . Difference from
Raw Score Scaled °  Percentile Student's actual,
N Corrcct of 40  Score . Rank Score
24 474 34 Score -3
25 488 40 Score »-2
26 502 44 Score -1,
27 516 50 Student Score
28 ¢ 9530 54 - Score +1
29 544 64 Score +2
30 558 70 Score +3
A
) - by marking onc answer diflorently, the percentile ranking
would have changed upward to the 54th percentile or downward to
Lhe 44th percentile. A change of tao answers would produce a
rank change from 10 points lower up to 14 points higher.  Three
answers different would have moved the student from the middlie
third to the upper or-lower third of the rankings. -
Qo - 59 63
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The effect of a one to thrée pcint raw score diffcrence is
less drastic for the total Lattery. In this test the percentile
ranking of 40 for the whole battery is affected only two points
upward for three additional correct answers and four points down-
ward for three additipnal incorrect answers. At the midpoint
in the scale three answers either way produce a change of plus
or minus four points. Such properties of percentile rankings

.shnuld be kept in mind as the scores are reviewed. Decisions

mad. hased upon percentile rankings should account for the swings
produred by a few answers at various points in the scale. Gen-
erali tations rather than tightly drawn conclusions are better
uses of the scores in this instance.

Cluster Analysis

The use of cluster analysis may help determine the specific
strength and weakness of a student within a subtest. Often the
publisher will provide information about the national median per-
formance on the items in a cluster of related items on the test.
Figure 5.4 represents the mathematics cluster on which a student
scored 26 correct answers out of 45 possible. For this exercies
the number in the lower right hand corner of each box will

‘=represent a norm referencing to the national median performance.

A discussion of criterion-referencing will followe, The number in
the upper left hanu corner is for the student's score on the items
in that cluster. ‘

Figure 5.4

Cluster Analysis for the Math Sub-test
Mathematics
7 4 /0
Item 1 7 6 , 7] 10
T Geometry & Problem Qperations:
Numeration |Measurement Solving Whole Numbers
No.’ 10 ’
Possible ’ 10 10 15

Referring to the manual a table appropriate for the grade level
and time of vear for test administration showing how the gtudent
did in relationship to the average for the norm group can be
made. Also some indication of how difficult a cluster of items
was for most students can be seen. If the average number cor-
rect was four of ten it would likely be more difficult an item
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cluster than one in which students answered eight of ten cor-
rect. In the example in Figure 5.4, the student's strengths

and weaknesses shown in the cluster indicate that the student

is not evenly skilled in the various operations of mathcmatics.
In both- Numeraticn and Geometry and Measurement the student was
above the national average.. Problem Solving was particularly
difficult for the student. The score was just over half of

the average score for all students taking the test. Assumptions
on general skills within the subtest can be made by the tcacher
providing that the items in the cluster match closely the items
covered in the curriculum. By keeping track of the performance |
of various students in clusters some indication as to whether
individual attention must be given the student is shown or per-
haps other changes in the zurriculum or teaching methods would
be in order. .

Criterion referencing can be applied to the same kind of
cluster analysis by substituting the teacher's criteria or' some
other criteria for the norm referenced scores. If a teacher
felt it was important for a student to pass all items-in the
Numeration clyster because it was an essential skill for later
instruction, then the criteria might be equal to the number pos-
sible, 'in this case ten correct out of ten. If the teacher felt
that the minimum acceptable performance level was 80 percent
correct, then a score of 8 in the problem solving cluster shown
in Figure 5.4 would be the goal. '

Certain kinds of tests provide results which” are more
‘appropriate for determining detailed information about competence
on specific learning objectives. The Reading, Mathematics, and
Language tests would be usually expected to [all into this cat-
egory. By studying the respanses of students to the questions
some indication of strength and weakness for the pnpil or class
can be determined. More importantly, a study of this kind can
indicdte where more diagnostic assistance is needed or where
some judgments will be ‘required about how to proceed with the

" student. To assist in the time consuming task the option of

computer assisted scoring would be useful provided such a service
is available. Certainly one would not select a test that was
invalid or unreligble because of the scoring feature. If tests

‘are-comparable with the exception of thé scoring service, then

those who would be inclined to use item analysis should look
seriously at a test with this feature.

I[tem Analysis

Item analysis involves identifying individual student
responses on 4 test and determining how many correct responses
were given as well as what aliernatives were chosen. A chart
could dbe constructed with the objective of the test to be .
examined listed with other items identifying information. Add-
itionak information about the percent of students getting the
answer correct could be shown for the class, the school,- the

. [
)

61 b7




district, and the nation depending upon the universe the teacher
is using for comparison purposes. The responses for the choices,
including, the choice to omit an answer, can be summarized for
class performance analysis as well as for noting 1ndividua1 puplls
responses.

Such a process will take some time to accumulate or to con-
sider fully even if computer scoring is used. Hand scoregd tests
can be summarized in-the same way but it is a lot of work, es-
pecially if all students and all responses are transcribed: Qnto
a worksheet. The teacher may be interested in a sample of’ ques-
tions and could easily eliminate those which do not appear to pe
of use in examining the course objectives. A percent correct
column could be used to determine how difficult an objective"
was for all stucents. Test publishers will often assign the
percent correct identification to test questions to show that a
specific number of students were successful in selecting the
correct answer. If the percent correct is high it can be as=,
sumed that the question was of a low difficulty level and likely
was designed to identify those students at the lower end of the
scoring scale who need assistance in this skill area. The gques-.
tions with a low percent correct number will probably help the"
teacher differentiate hetween the top scoring students and Assist
with identifying those who need additional out-of-level testing ,
to more precisely identify strengths and weaknesses. - . >

Consistent incorrect answers within clusters of obJectlves
may flag students who will need additional help in an area. 'If
the entire class scores below the average it may mean that,this
objective needs to be looked at in terms of the local p ram.:
While the test may not meet the specific criteria for th class
in the way it covers content, it certzinly should be some indic-
ation of the need for the teacher to look further as to the -
cause for the wide differences. Generally it would be reasonable
to identify those clusters of items which ten percent of large
groups of students have scored lower than average, a fifteen 'per-
cent difference for groups of less than fifty students. The -
test manual would likely indicate the level of significance for
these various score variations and the teacher should be guided
by their specific instructions. .

™

Group Data B

The use of group data can assist in making general statements

,about class performance. Group data can ve summarized on class

record sheets in which the scores for an entire class are pre- .
sented. ' The class record form can be developed locally. If so ¢
it should include the information useful to the distrjct in its T
long term longitudinal studies. Generally test publishers may
provide a suggested form or may be able to provide one with its
scoring service. 1In any event the concern of the user should
outweigh the convenience for the publisher.

<
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covering all teéts in print and all out-of-print tests once
listed in MMY, a name index to authors of over 70,000 doc-
uments (tests, reviews, excerpts, and references) in the
ceven MMYs and TIP II, and a scanning index for quickly
locating tests designed for a particular population.

ERIC Clearinghou<e on Tests, Measurement and Evaluation, Educational
Testing Service, Princeton, New Jersey, 08540
Test information, bibliographies are available through the
ERIC Clearinghouse and documents can be purchased through the
ERIC Document Reproduction Service  (EDRS), Computer Microfilm
International Corporation, P. 0. Box 190, Arlington Vir-
ginia, 22210.

Gronlund, Norman E. Meessurement and Evaluatlon in Teaching. - New
York: The Macmillam Company. 1965.
A good basic testing text for classroom teachers that includes
simple, concise and straightforward discussions of most of
the major issues covered in this manual.

Mehrens, William A. and Irvin J. Lehmann. Standardized Tests in

_Education, Third edition. New York: Holt, RinelLart and
ston. 1978.

—Usefuil- chapters on reliability, validity, and reviews of
some of the more commonly used standardizes tests.

Northwest Regional Educational Laboratory. Guidelines for Selecting
Basic Skills and Life Skills Tests. Portland, Oregon:,
Clearinghduse for Applied Performance Testing, Northwest
Regional Education Laboratory. 1980.

Given the important role test play in education it is crucial
that test users understand the fundamental principlea,of proper
test use. These guidelines present some of those principles,
focusing specifically on the selection and purchase of published
basic academic skill and life skills tests. However, though
the guidelines focus specifically on tests of basic and life
skills, the principles presented here can be applied to re-
view, selection, and purchase of most achievement tests in-
tended for use in educational settings. Aptitude tests--

thaose intended to measure a student's capacity to learn--are
not covered here.

To supplement the guidelines and further assist educators'
test review and selection, the appendices contain extensive
lists of currently available basic skills tests. Information
is presented on test characteristics, publishers, and sources
of additional, more detailed 1nformation Although these
lists are 1ntended to be quite comprehensive, inclusiveness
is not claimed. Readers are urged to consult the reference
documents cited in the appendix for more comprehensive
listings.
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MULTISUBJECT
ACHIEVEMENT BATTERIES

Grade

Tests ond Subscores - Level(s)

CIRCUS, Levels C & D 13 .

8
andTell

;.O,Y“ Know

Think It Through

Things I Like

Educatienal Environment Questionnaire .
Cmmm' Tests of Basic Skills Expanded Kindergarten-

Forms S&T (CTBS) 12

Reading s

Language Arts
Reference Skills
Science

Criterion Test of Basic Skills- Kindergarten-

Diagnostic Skills Battery : 18

lows Tests of Basic Skills 39

Jowa Tests of Educational Development: SRA 9.12
Assessment

Survey
Reading .
A
Language Arts
Secial Studics
Science
Metropolitan Achicvement Tests (METRO '78) Kin arten-
Reading Comprehension 12 dergarien
Social Studies
Sei ace

Publication
Date

1979

1976

1976

1976

1978

1974

1978

Publisher
AW

_ATP

HM

Psy. Corp.

Referencs
NOT Sept 79

MMY 12

MMY 14

TCBJan 77
PE- 5

NOT July 79

MMY 20

Fall 78
NCME

!




MULTISUBJECT
ACHIEVEMENT BATTERIES

Grade . Publication
Tests and Subscores Level(s) Date « Publisher Reference

National Educational Dévelopment Tests 7-10 1974 SRA MMY 23
Mathematics Usage ¢
English Usage
Social Studics Readin
Natural Sciences RCI&D‘
Word Usage

Primary Survey Tests ’ 23 1973 SF TIP27
ourvey Test

4
Mathematics

Speling

| Scholastie Testing Service 2.12 1976 STS MMY 20
Educational Development Series
Scholastic Tests

" Mathematics
Soaa! Studies

Everyday Problems
USA in the World

i

i

Science Research Associates Kindergarten- 1978 SRA NCME
Achievement Series (ACH) Forms 1&2 12 Fall78

" . Science Research Associates 9 1973 SRA TIP3l

Arhhmunm Modern Math
s cll s.l n | ! [ ]
Sclence
Science Research Associates 4-10 1977 SRA TCB July 77
Norm Referenced/Criterion Referenced Testing




Stanford Diagnostic Reading Test (SDRT) 1-13
Wisconsin Design for Reading Skill Development K-6
Woodcock Reading Mastery Tests (WRMT) K-12
MATHEMATICS TESTS
Grade
Test Level(s)
Analysis of : Mathematics (ASK:

Mebematcs ‘ 18
Assessment of Skills in Computation (ASC) 79
Basic Arithmetic Skill Evaluation 19
Diagnosis: An Instructional Aid: Mathematics 1-6
ﬁmmthemuﬁa Inventory (DMI)

ision of the PMD) 1-8
Diagnostic Screening Tezt: Math (DSTM) 1-11
ERB Modern Arithmetic Test 5-6
Fountain Valley Teacher Support System in

Mullen:t?;y (FVTSS-M) pRomoys K-8 b
Individualized Criterion Referenced Testing:

Math JCRTM) 18
Individual Monitoring System-Mathematics

(aPMS) Fep Monitoring 18
Keymath Diagnostic Arithmetic Test K-6
Mastery: An Evaluation Tool: Mathematics K-9
Mathematics: 10X Objectives-Based Tests K-9
Minimum Essentials for Modern Math 68
Objectives-Referenced Bank of Items and Tests:

Mathematics (ORBIT:M) K-Adult
Stanford Diagnostic Mathematics Test (SDMT) 1-Adult
Stcenburgen Quick Math Screening Test 1-6
Tests of Achievement in Basic Skills: Mathematics

(TABS:M) K-12

LIFE SKILLS TESTS
Grade
Tent Levels)
Adukt Performance Level Functional Literacy Test 9-Adult
Assessment of Skills in Computation (ASC) 79
Everyday Skills Tests (EDST) 612
10X Basic Skills Test 9-12
NM Consumer Mathematics Test 9.12
Reading/ Everyday Activities in Life (RIEAL) 9.Adult
7-8 & Adult

SR.. Coping Skills: A Survey plus Activitics

1976

1972
1973

Publication

1976
1978
1974
1974

1975
1979
1971

1974
1977

1873
1976
1976
1976
1971

1975
1976
1978

1976

1978
1978
1978
1978/

1973
1972
1979

Psy. MMY 777
Corp.
NCs MMY 778
AGS MMY 779
¥

Publisher  Reference
STS MMY 251
CTB NOT Oct 79
IILC MMY 303
SRA MMY 263
CTB MMY 264
SC NOT Nov 79
ERB TIP718
Zweig MMY 270
EDC MMY 275-6
RS MMY 274
AGS MMY 305
SRA MMY 278
10X MMY 279
Hayes TIP638
C.B MMY 287
Psy.Corp. MMY 292
ATP NOT Feb 79
EdITS  MMY293
Publisher  Reference
ACT FLIT Pg. 42
CTB NOT Oct 79
CTB MMY 18
10X NCME

Spring 1979
NMs MMY 312
CAL-P FLIT Pg. ¢
SRA NCME

Special

Edition 1979




SRA Survival Skills 6-Adult 1976 SRA TCBJul 77
STS Educational Develog. .ient Series: Scholastic

Tests 2-12 1976 STS MMY 27
Senior High Assessment of Reading Performance 10-12 1978 CTB TCB Jul 77

Forms A, B, C(SHARP) Pg. 11

(Form A)
NCME
Winter 77
(Form B)

Storics about Real-Life Problems 5-8 - NIU NOT May 79

Test of Consumer Competencies 8-12 1976 STS TCBJan
Pg. 6

Test of Everyday Writing Skills (TEWS) 9-12 1978 CTB NCME
Spring 78

| Tests of Performance in Computational Skills 9-12 1978 CTB NCME
(TOPICS) Winter 77
Wisconsin Test of Adult Basic Education Adult - RFD FLIT Pg. 48
LANGUAGE ARTS TESTS
Grade Publication
Tent Levek(s) Date Publisher  Reference
F Analyss of Skills: Language Arts (ASK: '

Language Arts) 2-8 1976 STS MMY41
DiagnosticS reenirg Test: Language K-Adult 1977 sC NOT Oct 79
Language Arts: 10X Objectives-Based Tests K-6 1974 10X MMY 53

" . Language Arts: Minnesota High School

Achievement Examinations 7-12 1970 AGS TIP90

Writing Test: McGraw-Hill Basic Skills System 11-12, Adults 1970 MHBC TIP 125
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CSDE California Statc Dcpt. of Education

721 Capitol Mall
Sacramcento, CA 95814
(916) 445-4688
Publishers’ Names, Addresses CTB CTB/McGraw Hill
and Telephone Nur..)ers Del Monte Rescarch Park
) . Monterey, CA 93940
This Appendix list: all publishers identified (408) 649-8400
in Appendix A. EDC Educational Development Corporation
P;‘?s.. Bo:;(«i56635
3 3 Tulsa, OK 7414
ACT  The Amcrican College Testing Program (918) 622-4522
Iowa City, lowa 52240 ' EdITS EdITS/Educational and Industrial
(319) 356-3711 ‘ Testing Service
AGS American Guidance Service, Inc. P.O. Box 7234
Publisher's Bldg. San Diego, CA 92107
Circle Pines, MN 55014 - (714) 222.1666
(612) 786-4343 £ ERB Educational Records Bureau
ATP Acsdemic Therapy Publications Educational Testing Service
28 Commercial Bivd. Box 619
Novato, CA 94947 Princeton, NJ 08540
(415) 883-3314 (609) 921-9000 .
AW  Addison-Wesley Publishing Co..Inc. EPS Educators Publishing Service
Jacob Way 75 Moulton St.
ing, MA 01867 Cambridge, MA 02138
(617) 944-3700 (617) 547-6706
BFA BFA Educational Media HAYES Hayes Educational Latl:‘oratory
2211 Michigan A 7040 North Portsmouth Ave.
P.O. Box 1793 venue Portland, OR 97203 -
Sants Monica, CA 90406 (503) 285-3745
(213) 829-2901 ILC Imperial International Learning Corp.
BMC Bobbs Merrill Co., Inc. Box 548
4300 West 62nd Street Kankakee, IL 60901
Indismapolis, IN 46268 (815) 933-7735
317298-3400 10X Instructional Objectives Exchange
CAI  Curriculum Associates, Inc. Box 24095
S ire Rd. Los Angeles, CA 90024
N. ica, MA 01862 (213) 474-4531
(617) 935-8410 ' Jastak Jastak Associates, Inc.
CAL-P CAL Press, Inc. 1526 Gilpin Avc.
76 Madison Ave. Wilmington. DE 19806
New York, NY 10016 (302) 652-4990
12) 683-0892 : McGrath  McGrath Publishing Co.
CARE The Center for Applicd Researchin P.O. Bux 9001
Bducation, Ine. " Wilmington, NC 28402
A3 (919) 763-3757
West Nyack. NY 10994 Merrill  Charles E. Mcrrill Publishing Co.
®14)3 1 g"oo Al!um Creck Drive
. " Creft  Croft Incorporated umbus, OH 43216
4.32 Harford Road (614) 258-8441
imore, MD 21214 MHBC McGraw Hill Book Co.
: - (901)254-5082 1221 Ave. of the Americas

]
2 , New York, NY 10020
; (212) 997-1221




NCs

NMS

NCS Interpretive Scoring Systems TCP
4401 West 76th St.

Minncapolis, MN 55433

(800) 328-6290

Northern Illinois University

Alan M. Voclker USDL
Curticulum and Instruction

Dekalb, 1L 60113

- (815) 753-1000

New Mexico State Dept. of Education
Monitor

Education Bldg.

State Capitol

Santa Fe, NM 87501

(505) 827-2429 _ Zweig

The Psychological Corporation
304 E. 45th Street

New York, NY 10017

(212) 888-3500

Rural Family Development Program
University Extension

University of Wisconsin
P.0.Box 1379
Madison, W153701
(608) 262-1234

The Riverside Publishing Company
1919 South Hn Avenue
Lombard, IL

(312) 629-97@

0, IL 60623
(312) 22-4500

Southwest Regional Resource Center
127 South Franklin

Juneau, AK 99801

(907) 386-6806

Scott Foresman & Co.
1900 East Lake Ave.
Glenview, IL 60025
(312) 729-3000 .

SO! Institwie
g4wndn s"c:A 90243
(213) 322-399%

Science Rescarch Associates, Inc.
153 N. Wecker Dr.

$ 1L 60808
(800) 621-0664

480
Mm 1L 60106
(312) 766-71%0

*Winch

A - 11

Teachers College Press
Teachers College

525 West 120th St.
New York, NY 10027
(212) 678-3929

United States Dept. of Labor
Burcau of Labor Statistics
1515 Broadway

New York. NY 10036

(212) 399-5405

B. L. Winch and Associates

45 Hitching Post Dr.

Rolling Hnlls Estates, CA 90274
(213) 547-1240

Richard L. Zweig Associates, Inc.
20800 Beach Bivd.

Huntington Beach, CA 92648
(714) 536-8877
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Reference Materials Describing
and Reviewing the Tests

Mental Mcasurements Yearbook (MMY)

Of all sources cited, The Eighth Mental Measure-
ment Yearbook provided the most comprehensive in-
formation on tests. To best utilize the source, read the
introductory section, “How to Use This Yearbook.”
Tests are indexed in the yearbook by test number.
That number is ided in the previous test lists as
the follow-up reference number. However, the num-
ber of any test can also be located via the yearbook
title or subject indices. Information provided about
each test includes:

Title

I::Ton of the groups for which the test is in.

Daste of copyright or publication
Acronym .
Part scores -
Individual or group test
Forms, parts, 2.nd levels

- Poges
Machine-scorable answer sheets
Costs
Scoring and reporting services
Time
Asthor
Publisher
Foreign adaptation
Sublisting
Cross references

Additional references to published articles, books
and un theses on the construction, validity.
wee and limitations of each test arc reported as part of
each test entry. Original reviews of cach test by inde-
pendent measurement cxperts are provided.

Tests in Print (T1P)

The companion volume to the Yearbook is Tests in
Prine 1. It provides the reader with similar but much
less detailed information on tests. Again. a scction
;:lidt;i *How-to Use This Bm;‘ is provided. Tests in

i /] presents a bibliography of all known tests
publivhed for Englih-speaking subjects and anindex
W all teyts published in previous editions of the Aen-

__ ___ tal Messurement Yearbook. TIP |1 provides the fol-
hwing information:

zw
L.
=3
:x
g
,

3

Q

Title
Test population

Copysight date

Acronym

Special comments

Part scores

Author

Publisher

Foreign adaptations

Cross references within TIP 11
Sublistings

NCME Measurement News (NCME)

The “NCME Measurement News.” the official

- newsletter of the National Council on Measurement

in Education. provides a brief description of.recently
published tests. Information includes publisher.
copyright, subject matter, leveis. grade. interpreting
manuals and costs. It is suggested that ingividuals de-
siring additional information contact the publisher
directly using the addresses provided. Tests ap-
pearing in the newsletter in the newsletter do not rep-
resent endorsement by the NCME or its staff.

News on Tests (NOT)

ETS “News on Tests”” and its predecessor. the ““Test
Collection Bulletin,” provide descriptions similar to
thé NCME newsletter. The test title, author, publisher
and address copyright and grade level are included.
with a brief statement of content and levels. Informa-
tion ided is descriptive rather than evaluative.
and Educational Testing Service “News on Tests™ also
includes announcements of ncw publications relating
to testing, conferences, and available test bibliogra-

- Tests of Functional Litcracy (FLIT)

The review of currently available Tests of Fur--
tional Adult Literacy provides information on \
characteristics and quality of a scrics of standardize
criterion referenced. and informal tests of literacy
Included in the descriptive profiles of tests is informa-
tion on publisher, content and skill coverage. avail-
ability of altcrnate forms. administration procedures.
matcrials nceded., scoring procedures, interpretation
procedures, validity and reliability.

The reader is urged to take advantage of these in
formational documents and to contact test publishers
for complete information on availablc tests.
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Major U.S. Publishers of Standardized Tests

from the Test Collection,

Educational Testing Service

The following publishers are listed in this collection which
were not listed in the collection supplied by the Northwest Reg-

ional Educational Laboratory.

Bureau of Educational
Measurements

Kansas State Teachers College
Emporia, KS 66801
316-343-1200

Bureau of Educational
Research & Service
C-20 East Hall

The University of lowa
Iowa City, IA 52240

. 319-353-2823

Committee on Diagnostic
Reading Tests, Inc.
Mountain Home, NC 28758
704-693-5223

Consulting Psychologists Press
577 College Avenue

Palo Alto, CA 94306
415-326-4448

" Educational Testing Service

Princeton, NJ 08541
609-921~-9000

Western Office:
1947 Center Street
Berkeley, CA 94704
415-849-0950

Follett Publishing Co.

A Division of Follett Corp.
Departmont DM

1010 West Washington Blvd.
Chicago, IL 60607
312-666-5855

Ginn and Company

P. O. Box 2649

1250 Fairwood Avenue
Columbus, OH 43216

. 814-253-8661

A - 13

Grune and Stratton, Inc.
111 Fifth Avenue

New York, NY 10003
212-741-6800

Guidance Testing Associates
of St. Mary's University

1 Camino Santa Maria

San Antonio, TX 78284
512-436-3304

Institute for Personalitv and
Ability Testing (IPAT)

1602 Coronado Drive
Champaign, IL 61822
217-352-4739

Martin M. Bruce, Publishers
340 Ox‘ord Road

New Rochelle, NY 10804
914-235-4450

Prioiity Innovations, Inc.

. P. 0. Box 792

Skokie, IL 60076
312-729-1434

Psychological Research Services
Case Western Reserve University
1695 Magnolia Drive

Cleveland, OH 44106
216-368-3536

Psychological Test Specialists
Box 1441
Missoula, MT 59801

Psychologists and Educators, Inc.

Suite 212

211 West State Street
Jacksonville, IL 62650
217-243-213%
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Psychometric Affiliates
Box 3167

Munster, IN 46321
219-836-1661

Richardson, Bellows, Henry
and Co., Inc.

1140 Connecticut Ave.
Washington, DC 20036
202-659-3755

Sheridan Psychological
Services, Inc.

P. 0. Box 6101

Orange, CA 92667
714-639-2595

University Bookstore
Purdue University

360 State Street

West Lafayette, IN 47906

Western Psychological Services
12031 Wilshire Boulevard

Los Angeles, CA 90025
213-478-2061
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EXERCISES

\ v
Problem #1

Using as'much of the data about the district and tests
available, select the test that best suits your district's
needs. * Your goals for testing should be determined and the
only limitation is that you are under a mandate to offer general
cvaluation data to the schools and public through the grades.
The cvajuation instrument selected must be supported by what-
cver facts you can draw from the information. Your process of
sclection and other considerations should be noted.

Problom #2

You have selected a test and the scores are reported for
the district, schools, for a class, and for some students.
Groups one and two will evaluate the scores far the district
and prepare a statement to present to the district. They must
he prepared to answer any questions regarding their analysis
and should prepare’a short presentation which will be given at
(1) either the district board of education meeting or (2) a
press conference called to announce the results of the testing
program. ) . X

Groups three and four will analyze the class data. Group
three should be prepared to discuss the use of the data in
making geneyalizations about the class performance, strengths,
and weaknesses of pupils, and recommendations for individual
student s, . p

Group fqur will evaluate the test scores in light of pro-
posed curriculum changes or additions that may be necessary. .
They will meet with a parent council to discuss the necessary
changes in light of problems identified with subject matter
aroas. \ >

Group five and other groups will review the scores of stu-
dents listed on the school's score sheet. They will preparec
comments for parents of the children and present four of the
eight in the final review. If necessary they must defend the'
scores and the test.

- s




Population 1975 - ~
14285 N
Number of Students . |
5480 * N l@l
. J S
Number of Schools . e
7 | -
e
S
High School, Dewcy fe
1515 students; 55 .“‘--._~_ e
teachers; 19.5:1 PTR "”f .
 Junior High, Kennedy o i o i

1165 students; 64
- teachers,; 18:1 PTR

3 [] N L’.K’j;l!&ll.x
Elementary Schools - -l Hdl

190 tcachers; IS DE

buff - 600 @ » T
Chiddix s 656 e .-

1 — Ny oty & L T2
North - 700 ¢ L By e
Brett - 625 @ , Tonmn ST

Rose - 650 @— e B

PTR: 17:1 © awa vl ¢

Harmon. U.S.A., is a town with a high school, - junior high, and five
clementary schools. The enrollment in recent years has been declining
slightly, but in most respects it is an average small district ncar
an urban center. It has a manufacturing plant, assorted medium and

: small businesses offering services to the residents, a state college,

é und is served by major highways, railroads, and boasts-one ailtport,

i Sky Harbor Intecrnational Airport.

The schools have grown up around the city. The Junior High occupies
the former high school building. The airport was built adjacent to

~ the Duff Elementary School on land acquired by the district and later
s0ld to the city when enrollment declines offset the need for further
construction. As a consequence the development of housing has been
pressing to the east part of town and to the north. Elementary
cnroilment 'has been increasing slightly and changing in composition
of the student body in recent years. . .

The, spendable family income of $10,360 is slightly below the nutinnnﬁ
: average of $10.504. While the national-population's education level
.. - indicates that 52 percent graduatéeé from high school. in Harmon 54
percent have completed high school. The ethnic breakdown for the
community s 71 percent white, 19 percent black, 6 percent hispanic *
and 4 perefnt other.: Recently a sizable group of refugees have re-

;- located in the city and their children have enrolled in public schools.

: - '
=
3
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MEMORANDUM L ;o '
To: Staff
From: Test Evaluation Committee
Re: Technicalunata Comparison
Date: December 3; 1979 . s
7

The subcommittee on test comparison met and reviewed a number
of tests over the last three months. We have determired that
one battery of tests will be best for our purposes as outlined
by the committee on evaluation in their memo last spring
(attached). In keeping with the direction of the committee,
however, to present three choices for final comparison, we

are reviewing in this memo the Standardized Achievement Series
Assessment Survey (SASAS), the Urban School Estimate (USE),
and the Criterion Ability Check of Potential (CRACPOT). Copies
of the various tests are available for your consideration.

In addition we have compared some major points on each of the

. tests and summarized the information.

We have taken our information from the test manuals,
from Buros Mental Measurement Yearbooks, and from publications
in which the tests were reviewed. Where applicable, we have
included comments from those documents.

TEC/ag
opeiu#2aficio
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" COMPARISON OF TESTS _ |

. HARMON SCdOOLS TEST EVALUATION SUBCOMMITTEE . i
. Item SASAS USE CRACPOT _
Reliability
Test-Retest . .87 .85 Not available
Equivalent forms| “ot available Not available Not available
~ 8p1it Half (RII) .91 Not available . .86
.. XR 20 E .75 .67 .86
KR 21 Not available Not available Not available
Standard Error
of Measurement ‘ 2.4 2.9 3.1.
" Validity ) . ]
. Content . Acceptable match Fails to match our | Closest to our cur-
to district - 2nd language objec- riculum & processes
, closest of those tives, Math ‘ ’
reviewed
Criterion
Related
Predictive * .85 correlation .73 correlation .60 correlation with
with future test with spring scores | spring scores after fall
; , scores in sample | on fall siminis- administration to sample
| test of 100 fall tration to sample | 0f 100
g ° ., administration of 100 .
| -Concurrent - Predicted stanine | Predicted stanine Stanine ranges not
. ranges in 95% of | ranges in 80% or available except by
N the cases oh the cases dividing percentile
y Reading test ranks
Cons.ruct The committee revipwed the test manualp and cther reviews
~ . nd are satisfied fthat SASAS an* °'SE 11 be compatible
2 - with our district.philosophy. _.ACPOT| was too oriented
: toward single scorle progress identifigations .
' Pece Test appeared to | Studeats were some- Use of pic-to-grams
b »uuujaboﬂtak&a-ser* yLwhatwcontused~by.-->£ailed~to"giueﬁstudents___
; in sample; was Jresentation of confidence in test.
N easy to read, math computations; | Test bocklet was printed
| i mark, and accep- oral response por- | in iight green and ;
; table - | tions were subject | pirple, making it dif-
§ M to variations with | ficult to read. Not
i administrators of | acceptablen
) tests, some por-
3 tions acceptable
1, but answer saeet
: difficult to follow
" for students re-
. E}? sulting in some
< | obvious mismarking

of choices.

R S T VO N B

... 8!591: test was adu. nistered to 100 students in fall anda test currently
: (:d administered in spring of following year. The reading level test
R\, cqglgnictcred at ‘the same time in thke fall and stanine ranges were




Norm Data

Student sample

size ' 275,000
Standardization '
Honth, year April, Octohker

' 1977
State. or Proportionate al-
Regions location as to

. "U.S8. Census
e — - - { Report. . .

Community Size 357 Urban, 50%

100% Cities 500,000

COMPARISON OF TESTS
HARMON SCHOOLS TEST EVALUATION SUBCOMMITTEE

. ___.USE - - -
]

200,000
May, September 1975

12 Major urban |
cities in U.S.

CRACPOT - —— o]

1,950
January 1979

50% North Central U.S.
40% Western U.S.
10% Eastern U.S.

60% Small town, 20%

8-1°F evenly
divided

Race White 70%; Black
] 20; Other 10%

Ootb- - Dataf

8cores Reported Percentile Ranks,
‘ Scaled Scores,
Raw Scores

Cost (per pupil $1.55 + $.40 for

includes all ability test
-anuuls), recommended
rime to - | 3 hrs. plus 50—
Administer mins. for e#bility
‘ test
Scoring Services | $.35 each machine

scoring 9
Various services

»

SmaXl Town or or more Rural, 20% Urban
Suburban,  15%
Rural .
- Sex , 48.6% Male 48% Male 54% Male
' 51.4% Female 52% Female 46% Fenale
Age 5% each ages 5-7;|4% age 5; 8% all Ages 5-12 evenly
' 16-17; 75% ages |ages 6-17 divided

White 37%; Black
54%; Other 9%

Raw Scores, Percen-
tile Ranks, Stan-
ines

$.75
T hr. 45 mins.— — ]

$.10 - $.60 depen-
ding on machine
scoring chosen

84

White 80%; Black 18%;
Other 2%

Raw Scores, Percentile
Ranks, (P) Values
$1.10

40 mins. plus scoring

inand scoring only




Btandardized Achievement Series Assessment Survey (SASAS)

Results of the SASAS Assessment Survey, administered in October 1979

to Harmon public school students in grades 4, 6, 8, and 11, are re-
_mm“"_ngxigd_nn_theﬁiollowingapagesq~4The~seere3wreflect the average per- =

formance in regular programs; those obtained by children in self-

contained programs (such as gifted/talented and learning disabled)

are not included in school averages.

The SAS Assessment Survey is a norm-referenced ability/achievement
test published by Simpson, Sampson and Belinski Associates. It is
designed to sample students' achievement of the concepts and skills
common to most. school programs. A brief description of the content
of the subtests follows.

The Standardized Estimate measures general educational ability based
upon thos- factors most closely associated with academic performance,
i.e., measures of verbal, number, and reasoning abilities. It is
designed to assess the student's present academic aptitude.

The Reading Comprehension test measures the ability to understand
central themes and main ideas, draw logical conclusions, and retain
—significant—details. The selections represent several subject
areas: fiction, biography, science, and social studies.

The Reading Vocabulary test measures recognition of synonyms for

short phrases and knowledge of words as they appear in written
context. .

Tae Language Arts Usage test measures knowledge of basic elemcnts
required for correct and effective writing. Included are capital-
ization, punctuation, and sentence and paragraph structure; use

of modifiers, nouns, verbs, and pronouns; and diction.

The Language Arts Spelling test measures recognition of misspelled
words.

The Mathematics Concepts test measures understan<ing of basic num-
eration and mathematical operations plus knowledge and application
of concepts in measurement, geometry, and problem solving.

The Mathematics Computation test measures ability to handle com-
putational operations involving addition, substraction, multip-
————~——44ea%%en7*and~ﬂtvtston*of“whbté“ﬁﬁmbéfﬁj’Wﬁalé_ﬁﬁﬁﬁéi”iréhﬁéf'
fractions, decimals, and percents.

The Mathematics fest (grade 11) presents exercises involving prac-
tical, realistic situations as well as more abstract exercises
involving number systems and more sophisticated mathematicsl concepts,

The Social Studies test measures knowledge and appropriate applic-
ation of concepts in geography, history, economics, sociology.
anthropology and political science Plus the ability to uvse written
| and illustrated materials.
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The Science Lest measures knowledge and appropriate application of
corcepts in biology, matter and energy, earth and space, and expoer-

imentation plus the ability to use written and illustrative
matlerials,

The Uses of Sources test measures ability to use basic sources of

information, such as tables of contents, indexes, dictionaries,
reference books, library catalogues, maps, charts, and graphs.




Urban School Estimate (USE)

The USE test was investigated by the test committee and a sample of
students tested in the process. We found it to be a competitive
test in many respects for the regular classroom population. It is

a norm-referenced achievement test published by Center Evaluation
and Measurement Systems, Inc. of Metroville, Ohio. 't is designéd
to sample student achievement throughout grades K-12. It is in-
tended primarily for the urban market and takss into account some
of the specialized programs found in these cistricts. Often such
programs are progress-linked as opposed to traditional grade ad-
vancement progress measures that require specific curricular content
at each grade level, The USE test is designed to take advantage

of this kind of curricular system and allows the test user to
reference to national norms as well as establish the level of achieve-
ment of the student. Sensitive measures of the student's ability
and achievement are possible in districts where the curriculum
closely matches the test's content.

. Prior to the development of the test items, extensive survey and
examination of major urban districts' curricula was made. While
each district has its own characteristics, the authors believe
that a majority of districts who have been in the move back to
basics - i1l benefit by use of the USE test in their district.
Math and language objectives in these areas are geared to the
recently published series of texts by Bates-Universe Press which
have become the standard for basic education programs.

The Reading test covers vocabulary, comprehensicn, and provides

a total score for the section. Grade level may be assigned, but
the test recommends that levels in the Bates-Universe series be
utilized for inferences about level. The vocabulary has been re-
viewed to eliminate potential bias and ambiguity that many tests
include due to their orientation to standard English without
regarc¢ to bilingual students or students who are familiar with
non-standard English.

The Mathematics section also follows the Bates-lniverse series
and levels can be established independent of reading scores. The
section on series and relations of numbers fits quitc well with
more standard conceptual and computational sections of tests.

of students, and relies on the vocabulary and-spelling words in

the Bates-Universe series for 80 percent of the words. .Distractors
in the proofreading portion of the test are uniformly difficult

and speed is stressed.

) lritins.skills emphasizes spelling and proofreading, common errors

Study skills with some map reference, dictionary usage, and ref-
erence materlal‘}ocation are tested in this section.
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Critoerion Ability Check of Potential (CRACPOT)

CRACPOT, a new test published in 1979 is perhaps the test we all
have been waiting for. Because this test is not referenced to any
norm group, but rather to criteria, no more can students be

burdened with the knowledge that they are below average or in the
failure mode. Simply test, test, and test again until the student
gets it right. By use of the hapd scoring system and the relatively
short administration time for the test, the teacher can pinpoint
precisely what the student has learned and what should be studied.

Critics of district test scores will have to adjust their sights
for some time to come when you begin reporting the numbers of
students who are able to successfully pass the test. Progressive
difficulty levels enable you to test the student for any selected
criterion level and students can actually expect to pass provided
the level is suited to their rate of learning.

Alternate score reporting formats are available to suit purposes
of the district. The Standard Operatirg Scores format is a
scaled score system that will allow districts to report specific
large numbers to the public and provide teachers with percent
correct information. Hand scoring encourages the teachers to get
in touch with tuelr students and saves a considerable amount of
money over machine scored services. The turnaround time for
scoring these tests depends upon how dedicated the teachers are
or upon the amount of leadership pressure exerted hv district
officials, so anything is possible.

The test was standardized throughout the country and in the opinion
of the authors, most districts will be able to match their cur-
riculum objectives to the various test items. Quick, inexpensive,
and sensitive to the problems of educators today, the CRACPOT

will get the punlic off your back once and for ali.




School

Elementary
Duff

Chiddix
North
Brett
Rose
Junior High
Kennedy
Senior High
Dewey

Student

Chop, M.
Cartwright, C.
)ieyers, H.
Turner, J.L.
Southern, B.
Duncan, D,
Martiaez, R.

Standardized Achievement Series Assessment Survey (SASAS)

National Percentile Equivalents for Mean Scores
(National average 50th percentile)

LANGUAGHE

READING ARTS . MATH
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Standardized Achicvement Serics -Assessment Survey (SASAS! ’ :
’ National Percentile Equivalents for Mean Scores
(National average S50th percentile)
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']
+ "] [/} ‘
Students ey alos] o - al 3 ~o] 217
- [} $e o £ > - ob - —- Q =] -4 €3 v s (o 2 9]
Grade 4 ~ |l anl dxl o o - o ol a=s s | ~o| o . |
2 s| 88| 83 6| & a| o 6| 83| 21831 51¢3
< ojloe]l 53 &« | o o] & Ol o=] jonl alsa
R.F. 44 |43 | 48 |42 |43 |50 |47 | 47 52154 | 54 |45 |47 | 45
T.C. 52 | €4 |50 |52 |49 | €1 |61 | 509 58169 |71 | 48 | 54 | 64
J.B. 62 |59 }] 58 J 60 |61 ] 69 | 62 | 62 62] 43 )} 54 | 63 |s9 ] €7
R.N. 85 |84 |81 |85 [84 {83 [80 {83 | 87|72 |80 |80 |76 | ss
C.N. 85 |87 |84 [87 |86 |86-]78° |85 | 80|81 |81 |87 |85 |87
B.P.- 55 |62 |61 |61 |61 |61 [61 | 59 66| 49 [ 57 |45 | 42 | 48
K.K. 49 |53 |58 |57 |57 |58 |57 | 56 52| 49 | 51 | 5¢ | 51 | 58
"~ 8.T. 44 135 |37 |37 |35 |44 |37 | 37 401 32 |35 | 3¢ |38 | 40
E.W. 44 |35 |37 |37 |35 |44 | 37 | 37 401 32 |35 | 3¢ | 38 | 40
E.G. 37 |39 |40 |31 |34 |37 |42 | 38 36| 49 [ 41 | 34 |31 | 43
J.D. 23 |24 (21 |18 |19 |28 12 | 11 13| 29 | 18 | 26 |19 | 15
A.L. 58 161 |56 |53 |54 | 55 | 54 | se 62|63 |64-]50 |49 | 61
J.FE. 44 | 43 |48 | 42 |43 |50 |47 | 47 52| 54 | 54 | 45 | 47 | 45
M.G. 52 | €4 |50 |52 49 €1 |61 | 59 58] 69 | 71 | 48 ]| 54 | 64
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B.J. 67 |64 | 63 165 |68 | 74 |67 | 67 671 48 |62 | 68 |50 | 72
E.P. 55 |75 |61 [ 61 {62 |74 |61 |68 81189 |86 |61 | €3 | 73
¥.S. 53 |43 |38 |29 |34 |37 |24 |28 40 58 | 52 | 43 | 49 | 45
q.D. 83 |80 |80 |78 |81 6o |74 |70 | 8377 |83 |72 |73 | 70
M.0. 52 154 | 58 |52 |50 | 59 |s5 |57 49145 | 48 | 55 | 51 | €2
D.P. 49 |50 |58 |50 |53 | 52 |62 | 54 43| 52 | 45 | 45 | 51 | 49
G.M. 70 |69 |69 |66 | 73 |62 |71 | 62 71468 |71 |72 |67 | 12 [ '
9.S. 85 |86 |78 |80 |81 |83 |74 | 79 85|87 |89 |72 | 97 | 83 T
- - ~ r 2 |71 |62 | 71]68 |71 |72 |67 | 71
91 N.T. 70 {69 [€69 |68 | 73 | 6




s ' Stanine Ranges for SASAS and Ability Test

Percentiie Rank Stanine
99 - 96 9
94 - 89 8
88 - 77 7
N 76 - 60 6
58 - 40 ‘5
38 - 23 4
N 22 - 11 3
10 - 4 ‘2
2 -1 1
o
/ :
93.




